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Problem
As our society changes, new demands are made on families and their children.
This creates problems, concerns, and needs which should be addressed by the schools.
Consequently, school psychologists will be expected to broaden their present roles and
functions to meet these demands. The dilemma is to know what adjustments within the
role of school psychology must be made in order to keep up with the changes in society,
particularly those which affect school-age children and their families.

Method
This study was an attempt to examine actual and desired functions and training
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needs of school psychologists within Southwestern Michigan, as perceived by teachers,
administrators, and school psychologists. A survey questionnaire was distributed to a
sample of teachers, administrators, and school psychologists within Berrien, Cass, and
Van Buren counties.

Findings
Statistically significant differences were found within the three groups as to (a)
their perception o f what tasks school psychologists currently perform, (b) those tasks they
would like school psychologists to perform, and (c) the training a school psychologist
needs in order to be effective. Tasks school psychologists currently perform are those
such as administering/interpreting intellectual assessments, report writing, traveling
between schools, participating as a MET member, and recommending students for special
education classes. Tasks that the three groups would like to see school psychologists
perform are those such as conducting teacher interviews, observations, consultation, and
counseling. Areas of training that were desired were personality assessment, counseling,
crisis intervention, and cultural/ethnic diversity.

Conclusions
Even though there are differences in importance among the various groups, it
would appear that all three groups would like to see school psychologists have a more
active role in consultation, classroom observations, counseling, and personality
assessment. In addition, school psychologists in Southwestern Michigan spend a great
deal of their time traveling. It is perceived that this issue impacts the effectiveness of
school psychologists within this region.
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CHAPTER I

INTRODUCTION AND BACKGROUND

In order to understand how the role of a school psychologist became what it is
today, it is important to look at how the profession began. Over 100 years ago, in
December 1896, Lightner Witmer, the acknowledged father of clinical methodology in
psychology, described his role to the American Psychological Association (APA). He
listed four functions:
1.
2.
3.
4.

Research the mental development of school-aged children
Participate in the treatment of all children suffering from retardation and
physical defects that interfered with their school performance
Teach practical work to teachers, physicians, and social workers
Provide courses in which to train students for psychological services.
(French, 1990, p. 3)

A few years later, in 1900, Daniel P. MacMillan finished his Ph.D. at the
University o f Chicago and became an assistant at the Child Study Bureau. Two years
later he was appointed the director of that same institution. During his time as director,
MacMillan began the move from anthropological testing measures to tests including
elements more closely oriented to those used today. These included perception, memory,
association, attention, imagination, and judgment. Around this time, MacMillan was
perhaps the first person to be referred to as a school psychologist, even though he
preferred to call himself a child study specialist (French, 1990, p. 5).
1
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By the 1930s, a man by the name of Arnold Gesell became the director of the
Clinic of Child Development at Yale University. The staff of this clinic consisted of
psychologists, a clinical examiner, a physician, researchers, a teacher-guidance worker,
and a part-time social worker. Under Gesell’s leadership, the staff focused on problems of
neglect, education, and guidance in children from as young as 4 weeks old until age 16.
While Daniel MacMillan may have been the first to have been referred to as a school
psychologist, Arnold Gesell may have been the first person to refer to himself as a school
psychologist (French, 1990, p. 9).
Before the 1930s, it was generally the physician's role to administer psychological
tests, or declare a person unfit for trial based on psychological reasons. However, as the
role of psychologists changed and certification issues were addressed, more and more
physicians were squeezed out of their psychological duties. Psychologists took their place
in court, school settings, and clinics. As a result, the field of psychology began to split
into specialized areas. Schools across the United States began offering courses and
degrees in school psychology.
Children now come from such diverse backgrounds that at first it may seem
impossible to determine what needs they have, and how school psychologists can best be
trained to meet these needs. For this reason, the curriculum of a school psychology
program may depend on the needs of school-age children in society. One of the best
ways to ascertain the various needs of children today is to carefully consider the trends in
the family and the society in which they live.
It is very probable that the dynamics of the American family and the society they
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live in will influence the school psychologist's role. Children today are forced to grow up
in a variety of family types.- Besides the typical two-parent family, there are single
parents, two sets of parents, step-siblings, grandparents as primary care givers, and/or any
combination of these family types.
Additionally, many mothers, whether married or single, are now working outside
of the home. Because the cost of living has increased so dramatically, a two-income
family is a virtual necessity. With both parents working, children are often left to grow up
in unsupervised homes, which can affect their development. Each of these family
groupings creates an increasing number and variety of needs among children.
Another factor to consider is an increasing gap between higher economic families
and lower economic families. Both socioeconomic groups create unique needs among
their children. Families in the higher economic bracket tend to be more educated. As a
result, these parents tend to heavily emphasize school success and achievement (Cobb,
1990, p. 23). They expect their children to learn more at a faster rate and at an earlier age.
These parental expectations often place children under continual pressure to perform,
causing undue stress.
Children from the lower social economic groups face different issues, but they can
be equally stressful. Downey (1994) states, "One of the leading explanations for the
relatively poor school performance of children from single-mother families is the lower
economic standing of single mothers relative to two-parent families"(p. 130). Fagan and
Wise (1994) indicate that children who find themselves the product of a divorced home
are highly susceptible to substance abuse, suicide, and teenage pregnancy. They may not
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need special education, but they still need assistance because of their unique difficulties.
Another major issue facing children today is drug use. An article written by
Barbara Kantrowitz (1990) indicates that about 11% of newborns have been exposed to
crack. This may be an understatement, however, because drug use is so hard to detect
among pregnant mothers. Many of them never see a doctor until time for delivery, if they
see one at all. Additionally, Kantrowitz (1990) states that according to Dr. Gordon S.
Avery of the Children's National Medical Center in Washington, DC, these crack babies
suffer from hydrocephalus, poor brain growth, kidney problems, and apnea.
Dr. Judy Howard of the UCLA School of Medicine is also included in
Kantrowitz’s article by stating that as these children grow older, they are extremely
irritable, lethargic, hypersensitive, hyperactive, have poor eating and sleeping habits, are
slow to learn, and have trouble relating to others.
As children exposed to crack reach pre-school and school-age, they may be in
constant motion, are typically disorganized, have a low frustration level, and are limited
in adaptability. They experience little pleasure and have difficulty forming emotional
attachments. They tend to be clumsy in gross motor activities, and slow in fine motor
skills. They also have difficulty with concentration and memory, which may be due to
low oxygen levels at birth (Hoerig & D’Amato, 1994).
All o f these factors may have a significant influence on the fact that violence and
disruptive behavior is increasing within schools today. Dealing with emotional and
behavioral issues are quickly becoming a large portion of the role of a school
psychologist. Many students now engage in risky behavior such as drugs, alcohol, and
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5
sexual activity. Relationships between peers continue to deteriorate due to verbal abuse,
physical altercations, and poor social skills (Ross et al., 2002; Taub, 2002).
The problem s stated above are all strong indicators o f m ajor role changes ahead
for school psychologists.

Statement of Problem
As our society changes, new demands are made on families and their children.
This creates problem s, concerns, and needs which should be addressed by the schools.
Consequently, school psychologists will be expected to broaden their present roles and
functions to m eet these demands. The dilem m a is to know w hat adjustm ents w ithin the
role o f school psychology m ust be made in order to keep up with the changes in society,
particularly those which affect school-age children and their families.
Numerous studies have been performed to help determ ine the role o f the school
psychologist. To date, only one other study has focused on the perceptions o f all three
major personnel groups (i.e., teachers, adm inistrators, and school psychologists) who
work in schools (Zirker, 1987). This study is a second attempt to com bine these three
significant school-based groups concerning their perceptions o f the role and function o f
school psychologists into one study.

Purpose of Study
This study examines actual and desired functions and training needs o f school
psychologists who work in Berrien, Cass, and Van Buren counties as perceived by
teachers, school adm inistrators, and school psychologists. The functions and training
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needs cover four areas: assessment, consultation, intervention, and administration.

Research Questions
This study attempts to answer the following questions.
1. What services are school psychologists providing within the schools in Berrien,
Cass, and Van Buren counties as perceived by administrators, teachers and school
psychologists?
2. What duties or functions should be added to the role of a school psychologist as
perceived by administrators, teachers, and school psychologists?
3. What perceived duties or functions should be eliminated from the role of a
school psychologist as perceived by administrators, teachers, and school psychologists?
4. What are the training needs of school psychologists in Berrien, Cass, and Van
Buren counties as perceived by administrators, teachers, and school psychologists?
5. Is there a difference in the responses given by administrators, teachers, and
school psychologists to questions 1 through 4?

Significance of Study
It is hoped that the results of this research will suggest to school districts which
services school psychologists should expand or eliminate to meet the needs of schoolage children in the 21st century. The information gathered here could also be used by
school psychology training institutions to incorporate into future training programs and
create an education that more adequately prepares individuals for their role as future
school psychologists.
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Definition of Terms
Within this study, various terms are defined as follows:
Administrator: Principals and special education coordinators within Berrien, Cass,
and Van Buren counties.
Teacher: Full-time regular education and special education teachers employed by
the Michigan public school system within Berrien, Cass, and Van Buren counties.
Assessment: Any methods used to determine the function of students within the
classroom, including testing instruments, behavior rating scales, observations, and
interviews.
Consultation: Planning programs with the teacher to improve teaching
methodologies, activities, and behavior within the classroom.
Intervention: Any action or plan determined by the school psychologist, teacher,
or other party that may create a more successful environment for the student.
Administration: The act of doing an assessment or beginning an intervention
program.
MET Member: Person who participates on the Multi-disciplinary Evaluation
Team.

Delimitation of Study
The delimitation of this study is that the participants in this study are restricted to
administrators, teachers, and school psychologists, employed by the Michigan public
school system within Berrien, Cass, and Van Buren counties at the time the study was
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conducted.

Limitation of Study
The lim itation o f this study is that the only surveys used were those voluntarily
completed and returned.

Organization of Study
This study is organized into five chapters. Chapter 1 includes the introduction and
background, statem ent o f problem , purpose o f the study, research questions, significance
o f study, definition o f terms, delim itation o f study, and limitation o f study.
Chapter 2 reviews related literature pertaining to the role and function o f school
psychologists. It includes various studies conducted within the past 20 years concerning
the role of school psychologists w ithin the classroom, outside the classroom, assessm ent
issues, ethical and legal issues, and issues that influence the future role o f school
psychologists.
Chapter 3 describes the m ethodology for the study including research design,
population and sample, procedure, instrum entation, survey administration, data
collection, null hypotheses, and statistical analysis.
Chapter 4 describes the results o f the study, the data analysis, and the
interpretation o f the findings.
Chapter 5 presents a discussion o f the findings, conclusions, a summary o f the
study, im plications, and recommendations.
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CHAPTER II

REVIEW OF RELATED LITERATURE

The Role of School Psychologists
In 1993, Cheramie and Sutter surveyed 80 special education administrators
(Directors and/or Coordinators of Special Education), representing various school
districts in the state o f Texas. This survey was to gather data regarding three major areas:
(a) the functions of school psychologists within the schools, (b) the perceived degree of
effectiveness of the school psychologist, and (c) activities the directors would like to see
their school psychologist more involved in.
It was found that no one function monopolized a school psychologist's time.
However, they spent the highest percentage of time in consultation and emotional
assessment activities, while research, program evaluation, and in-service training received
the least amount of time.
Ten services were used to determine the effectiveness of school psychologists.
These were: (a) assessment of learning problems, (b) assessment of emotional problems,
(c) interpreting test data, (d) making appropriate and practical recommendations, (e)
consulting with parents, (f) consulting with teachers, (g) handling crises, (h) individual
counseling, (i) group counseling, and (j) conducting in-service presentations. Results of

9
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the study indicate that 9 o f the 10 areas were determined to be effective. However,
emotional assessment and interpretation of test data were ranked significantly higher than
the other variables. Individual counseling of children was the only area in this segment of
the study to appear ineffective.
Responses to the third question were that administrators desired more group/
individual counseling and consultation.
It should be noted that although counseling was the service desired most, it was
also ranked as the least effective. This issue needs to be investigated more thoroughly. It
should also be noted that this survey was done only within the state of Texas. Additional
studies are needed to determine if these findings are national indications or confined to
the state of Texas.
In 1978, Kahl and Fine conducted a study involving the faculty of eight
elementary schools within a Midwestern metropolitan school system. The questionnaire
used in this study was divided into three categories: (a) a teacher's general attitude
towards school psychologists, (b) the role functions of school psychologists, and (c) the
helpfulness of the school psychologist with various types of children.
With regard to the first category, teachers believed the school psychologist to be
less knowledgeable about children's abilities than they should. However, they believed
school psychologists were providing adequate services in general. Teachers perceived
school psychologists to have a dual role: that of consultants to teachers, and liaisons
between the school and the community. Finally, teachers believed school psychologists
to be the most helpful with underachievers and learning-disabled students. It was noted,
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however, that as contact with school psychologists increased, the teacher's belief in their
helpfulness also increased.
This study (Kahl & Fine, 1978) also determined a relationship between the
amount of contact with the school psychologist and the socioeconomic status of the
school district. Parent groups with salaries classified as upper income, and who had high
contact with school psychologists, reported that school psychologists were most helpful
with children classified as delinquents, those who were socially withdrawn, or those
emotionally maladjusted. Parent groups classified as upper income and having moderate
contact with school psychologists perceived school psychologists to be least helpful with
students who were mentally retarded, and visually or hearing impaired. They also viewed
the school psychologist as less helpful overall than did any other group. The parent group
classified as low income and having low contact with school psychologists viewed school
psychologists as least helpful with underachievers, and students who were speech
impaired or learning disabled.
Kahl and Fine (1978) concluded that the socioeconomic status of the school
district and frequency of teacher contact with the school psychologist were definitely
related. However, this variable alone did not determine the teacher's overall view of the
school psychologist. As with the parent groups, the more time teachers spent with the
school psychologist, the more they believed in the role of the school psychologist as a
consultant.
In a study conducted by Lesiak and Lounsbury (1977), principals from 98
elementary schools in the Lower Peninsula of Michigan were asked to rate 12 functions
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of school psychologists. These results were then compared with the ratings of supervisors
of psychological services provided in a study conducted by F. E. Kirschner in 1971. It
was determined that both groups rated individual diagnosis and consultation the most
important functions o f school psychologists, while remedial instruction was considered
least important. Supervisors placed more emphasis on preventive programming and
research, while principals desired school psychologists to be more generalists than
specialists trained in particular areas of psychology.
Results by Lesiak and Lounsbury (1977) indicated the need for more comparative
studies with school-based groups such as supervisors, principals, teachers, and school
psychologists. It also was determined by the authors that attitudes about psychological
services were more similar between the groups than they were different.
In 1996, a study was conducted in San Diego, California, by Janet L. McDaid and
Art Reifman. They completed a time study of psychological services and determined that
school psychologists provide a wide range of services such as early intervention of
children, counseling, crisis intervention, assessments, and support services to the schools
and school district programs.
Thirty-two schools were randomly chosen, involving 33,775 students. This
sample represented 26.7% of the total student enrollment. School psychologists within
those schools were to keep data logs over the entire school year. These logs included all
the duties the school psychologists performed, including students referred for early
intervention, psychological assessments, counseling, crisis intervention, and support
services. A total o f 1,684 data logs were examined.
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It was found that school psychologists had contact with 26.2% of the total student
population of the schools sampled. Approximately 5% of those students received
psychological services of some kind. Of those recorded, 76.2% were special education
referrals, and 23.4% were general education students receiving early interventions.
Among the referrals, 36% were initial referrals, while 47.9% were 3-year reviews. The
majority of the initial referrals were generated by school staff. Males were referred twice
as many times as females. Over half of the students referred were in Grades K-6, 23.5%
were in Grades 7-9, and the remaining referrals were at the high-school level. Three
fourths of the students were assessed using standardized tests, while the rest were
evaluated using alternative methods. Over half of these students were served in resource
specialist programs. The dominant handicapping condition, at 62%, was Specific
Learning Disabled; however, 8.6% of those evaluated were found not eligible for any
disability. It took approximately 8.5 hours to process each referral, with initials taking
the most time. Other time-consuming activities included consultation, report writing, and
IEP meetings.
It was determined by McDaid and Reifman (1996) that in order for a school
psychologist to be professionally competent, the psychologist must possess a broad range
of skills, flexibility, and engage in a wide range of activities. They must also assume
leadership roles and participate in school and district programs and committees.
It was found that several factors impacted the role of a school psychologist within
that area. Families were finding it more and more difficult to meet the needs of their
children. School enrollments continued to increase, and new schools were being built to
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accommodate them. However, school psychologist positions were rarely increased to
meet these new demands.
McDaid and Reifman (1996) also indicated that summaries of psychological
duties and performances should be provided to the administration. In addition, they
should integrate ongoing research into programs and activities provided, with an
emphasis on improving the effectiveness of those services.
Fagan and Wise (2000) agree with McDain and Reifman (1996) in their belief that
school psychologists must be flexible and able to function in a wide variety of activities.
They list several personality characteristics that are desirable for a school psychologist.
First, a school psychologist must show an academic ability and aptitude for their
schooling.
Furthermore, they must be well organized, prompt, adaptable, and have the ability
to get along with administration, peers and students. They must have good verbal and
written communication skills, empathy for their clients, and a commitment to their career.
Other characteristics that are necessary are good interpersonal skills, ethical
responsibility, flexibility, initiative, dependability, personal stability, and respect for
human diversity.
Fagan and Wise (2000) do indicate that a school psychologist’s effectiveness is
determined more by the way they function and interact with people they work with than
what they know and what they do.
Another study conducted in 1998 by Hagemeier, Bischoff, Jacobs, and Osmon
surveyed role perceptions by school personnel. Four school corporations in Indiana and
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Illinois participated. The sample was taken from elementary, middle- and high-school
personnel, including administrators general and special education teachers, and other
school personnel such as counselors, aides, etc. A 12-item questionnaire, using a 6-point
Likert-type scale, and a performance rating scale were created to assess the perceptions of
ideal and actual roles of the school psychologist.
Results of the Hagemeier et al. (1998) study revealed that over half of the
respondents felt that school psychologists were guests in the building, not members of the
staff. Over half of the elementary and middle-school staff, and 66% of the high-school
staff felt that follow-up sessions with parents and teachers regarding interventions were
important for school psychologists to do. Other duties they would like to see school
psychologists perform were behavioral interventions, prevention activities, and
consultation. A large number of the respondents also wanted to see school psychologists
work with the teachers to create prereferral interventions, and be more involved with
implementing those interventions. The final duties they wanted to see were developing
training sessions to assist parents and teachers in various areas of concern, and to be
involved in special education programs and placements.
The conclusion of this study (Hagemeier et al., 1988) seemed to indicate that
school staff had a narrow view of the role of the school psychologists. However, the
more time they spent with staff and administrators, the more the personnel understood the
role of the school psychologist. It would also suggest that training programs address the
need of the school psychologist to educate school staff as to the role of the school
psychologist in their schools.
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Daniel Reschly (2000) used several studies completed by school psychologists to
determine patterns of school psychology demographics, roles, and employment
conditions, etc. Reschly determined that 50% - 55% of a school psychologist’s time
continues to revolve around assessment activities. Following this is direct interventions,
problem solving/consultation, system consultation, and applied research/program
evaluations.
The desired roles, as indicated by school psychologists within the study, included
a decrease in the time spent in assessments, and an increase in time spent doing
interventions, with a specific trend toward intervention-related activities due to
behavioral functional assessment, appropriate programs, etc.
In a School Psychology Review article by Susan M. Sheridan and Terry B. Gutkin
(2000), several shortcomings of traditional school psychology services are examined.
First, school psychology roles are generally based on the medical model (assessment,
diagnosis, and treatment). Sheridan and Gutkin explain that this type of model often
leads psychologists to ask the “wrong” questions and therefore get the “wrong” answers.
Children today come from a variety of backgrounds that have been influenced primarily
by their parent’s education, socioeconomic status, community, etc. Yet parents are rarely
involved m the evaluation itself.
A second shortcoming is the basic structure of school psychology services. Little
time is allowed for the assessments and reports, as well as informational meetings where
the results are briefly explained to parents and the staff who will be actually
implementing the interventions. Also, the services that districts are able to provide are
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determined largely by legislators and policy makers, with little to no input by school
psychologists and their employers. The local districts are then left to interpret the
mandates and put into practice services that they are powerless to change.
A third shortcoming is the growing prevalence of problems in the children and
families of today. In 1997, NASP reported the following startling statistics:
“(a) a child commits suicide every 90 minutes ( a disproportionate
number of which are special education students); (b) one in every four
girls and seven boys has been sexually abused before the age of 18; (c)
more than 3 million students are assaulted each year in school; (d) 20%
of school-aged children have significant mental health needs (many of
which go unaddressed); (d) 50% of adolescents are at moderate to high
risk for mental health problems; and (f) every day 1,500 students drop
out of school, almost 3,000 teens become pregnant, 600 teens contract a
venereal disease, nearly one-quarter million students bring guns to
school, 15 children are killed by firearms, and more than 8,000 children
are reported abused or neglected” (p. 487).
Sheridan and Gutkin (2000) also cite a report by the Children Defense Fund that
backs these statistics by stating “only 31% of America’s fourth-graders are at or above
basic reading proficiency and 33% of children are behind one or more years in school.
Further, they report that 13.5 million children (1 in 5) are living in poverty; 3 million
children were suspected victims of child abuse or neglect in 1997; almost 12 million
children have no health insurance; 33% of babies are bom to unmarried parents; 25% of
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children live with only one parent; and more than 4,000 children and teens were killed by
gunfire in 19967” (pp. 487 - 488).
A fourth shortcoming is the outcome of special education services itself. Learning
programs that students in special education are placed into due to their disabilities tend to
have a relatively small effect on their ability to succeed, and some have even a negative
effect. Furthermore, the diagnostic label of a student often has little relevance on the
types of effective treatment, placements, or interventions for the child.
A paradigm for school psychology in the 21st century is then outlined within the
article. Sheridan and Gutkin (2000) indicate that “school psychology must be reflective
of, responsive to, and proactive toward the multiple and changing systems within which
we operate (e.g., school, family, societal, legislative systems), including the increasingly
diverse populations whom we serve (e.g., children, families, educators, administrators,
community leaders) and the settings in which they function (e.g., homes, schools,
agencies, hospitals). Only then will agendas and practices be relevant to a new era” (p.
489).
According to Sheridan and Gutkin (2000), the most effective service delivery
model is the ecological theory. This is based on the thought that human behavior is a
“function of ongoing interactions between characteristics of individuals and the multiple
environments within which they function” (p. 489).
There are four assumptions made in the ecological theory: (a) each student is part
of society, (b) environmental factors should be considered along with the issues of the
child, (c) a disparity exists between the student’s ability and environmental expectations,
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and (d) solutions should be able to work without the presence of a school psychologist.
If this ecological paradigm were to exist, the school psychologist’s role would
change quite dramatically. They would be less involved in identifying what’s wrong with
the student and more involved with prevention and promoting the overall wellness of the
child. They would also he more involved in working with the parents, educators and
community professionals. School psychologists would also need to spend more time
attempting to change the attitudes and behaviors of teachers and other school staff who
will be implementing the student’s program. More emphasis may be needed in the areas
of prereferral interventions, methods for effective teaching, health/mental health services,
school-based preventions, and program evaluations. Ultimately, there are more positive
outcomes when the parent, student, teachers, and school staff work together for the child.
Outside agencies should be more involved with helping the school with issues concerning
the student and their families. Finally, more time should be spent in research that is
actually meaningful and effective for students (Sheridan & Gutkin, 2000).
In order to change these theories into practice, Sheridan and Gutkin (2000)
included several things to be implemented. School psychologist and other key people
such as school psychology leaders, National Association of School Psychology (NASP),
University trainers, school psychology supervisors, etc. should advocate with legislators
and policy makers to change people’s perceptions of a school psychologist’s role. School
psychologists should also advocate with administrators and board members for a change
in their services that would be more congruent with an ecological theory. A third
suggestion was that directors and supervisors of school psychologists actually be school
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psychologists themselves. School psychologists should be encouraged to earn
administrative credentials and seek administrative positions. University training facilities
could also offer administrative tracks in their graduate schools. Finally, there should be a
restructuring o f services around the paradox of school psychology. The services that
would most likely address this paradox are consultation, pre-referral interventions,
parent/teacher training, program planning and evaluations, organization development, and
family therapy.
Fagan and Wise (2000) also discuss the issue of school psychologist training at
the masters, specialist, or doctoral level. A NASP study in 1998 indicated that 56% of
school psychologists held either a Masters (MA) or Educational Specialist (EdS) degree.
They predict that there will be an increase in EdS and doctoral degrees and a decrease of
masters programs.
There do appear to be differences of opinions as to whether or not doctoral
training is necessary, or even desirable. At this time, a doctorate is seldom required for
school psychologists to practice in schools. Furthermore, it is a long-term investment
with few financial advantages (Fagan & Wise, 2000).
However, there may job advantages. More and more school psychologists are
seeking employment outside of the schools and working in locations such as hospitals,
clinics, professional groups, or are self-employed. Many school psychologists are also
required to obtain continuing professional development. These courses help with
specialization or the pursuit of doctoral studies (Fagan & Wise, 2000).
In their book School Psychology: Past, Present, and Future, Fagan and Wise
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(2000) discuss the roles and functions of school psychologists today. They indicate there
are three factors that combine to define the role of a school psychologist. The first factor
is determined by the personal circumstances that the person brings to the job, such as why
they chose their career, where they were trained, the location they were trained in, the era
they were trained in, their own personality, the diversity of their peers/teachers, the degree
they received, etc.
A second factor concerns the job site in which they work. Circumstances that are
included in this factor are the student/school psychologist ratio, the school level they
work at, whether the school is urban, suburban, or rural, the school psychologists
supervisor, and the presence or absence of other professionals to work with.
The final factor involves external circumstances that influences the school
psychologists role. These include our changing society, legal/ethical issues, and the
expectations/changes that have occurred as a results of PL 94-142, IDEA, etc.
Fagan and Wise (2000) also include what they believe to be the basic skills
required of a school psychologist. They are: (a) assessment, (b) informed consent, (c)
referral questions, (d) data collection, (e) classroom observations, (f) examining school
records, (g) testing, (h) interviews, (i) report writing, (j) parent conferences, (k) teacher
conferences, (1) multidisciplinary staffings.
An area of increasing popularity in the role of a school psychologist is that of
consultant. Fagan and Wise (2000) indicate that for a school psychologist, consultation is
described as mutual problem solving involving at least two professionals. It is also
voluntary and revolves around work related issues. Fagan and Wise list four different
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types of consultation: (a) mental health, (b) behavioral, (c) crisis intervention, and (d)
organizational.
The above-mentioned studies indicate that the role of school psychologists
continues to be an issue of great importance to schools today. Even though numerous
studies have been conducted over the years to determine the role of school psychologists
within the school, most of them surveyed only one designated group such as school
psychologists, teachers, or principals. It is believed that this study, which includes
administrators, teachers, and school psychologists, will be able to make reasonable
comparisons of all three groups within one study.

School Psychologists and Their Role
Within the Classroom
A study in Israel (Hertz-Lazarowitz & Od-Cohen, 1992) describes the role a
school psychologist played in increasing a positive learning climate within the classroom
setting. The goal of the study was to improve communication, problem solving, and
decision-making skills by changing interpersonal processes. All fourth-, fifth-, and sixthgrade rooms in a small city in Israel were used in this study. Classrooms were randomly
divided into three groups: (a) small-group activities, (b) whole-class discussions, and (c)
control groups with no intervention.
Results showed that small-group classrooms improved the most, followed by
whole-class groups. The control groups did not improve at all. In some cases, they were
negatively impacted.
The role o f the school psychologist was significant in this study (Hertz-
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Lazarowitz & Od-Cohen, 1992). The school psychologist initiated and then implemented
the program. He was involved in teacher-training, kept in contact with them, and
followed up on their experiences after the study. The school psychologist also assisted in
evaluating the make up o f each classroom, including the various teacher leadership styles,
considerations of children with special needs, and the types of training needed for each
classroom.
While teacher-training may vary due to personal competence, it is believed that
the school psychologist can increase the skill level of teachers. It is also believed that
future intervention models are needed in the classroom setting, where school
psychologists can play leadership roles.

School Psychologists and Their
Role Outside the Classroom
While evaluating students as possible candidates for special education, school
psychologists must consider outside influences that effect the child personally and/or
legally. Important areas to consider are the parents, family structure, and community
environment where the student is living. It is believed that the failure of the home has
more to do with a student's academic failure than that of the teacher. All too often, parents
pass the entire burden of their child's education on to schools, rather than understanding
that they, too, have a responsibility to uphold (Phillips, 1990). In order for teachers and
parents to work cooperatively, each group must reach out to the other and learn how to
help one another. Teachers need to understand the types of environments that their
students come from, and be more willing to adjust their school requirements, as well as
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realizing and accepting the fact that they may need to help meet physical and emotional
needs. On the other hand, parents need to discover that they can be an active and
successful part in their child's future success, both academically and socially. School
psychologists can aid in bridging the gap between these two groups.
In the Michigan Psychological Report (“Vision for the Delivery of School
Psychologist Services,” 1994), it was reported that the vision for the Michigan Associate
for School Psychologists (MASP) included direct and indirect services. Direct services
consisted of counseling, social skills, and crisis intervention. Indirect services included
parent contact, consultation with teachers and administrators, student support, evaluation
of academic achievement, intellectual assessments, social skills, adaptive behavior,
social/emotional functioning, and vocational interests. School psychologists also were to
be involved in the evaluation of programs, curriculum, and staff development. They were
to collaborate with parents, and become involved with professional teams to help improve
the educational impact on the student. It is felt that effective interventions must be
developed in order for change to occur. An adequate means of monitoring progress
towards goals must also be used. Furthermore, school psychologists should conduct on
going research to learn more about children, how they learn, and effective methods of
teaching.
Another factor that influences school psychologists is the role that the federal
government plays. Since public schools are funded primarily by the government,
programs integrated within the schools are dependent on availability of funds (Phillips,
1990). School psychologists, as well as other school personnel, will need to help convince
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the government that new and improved programs will be training prospective future
leaders. In order for these programs to be successful, everyone must become involved and
take their responsibilities.
Currently, there are several programs that aid in helping children who, for one
reason or another, are not successful in the educational mainstream. Some of these
programs or services are Chapter I, preschool programs, remedial reading, and bilingual
classes. If federal funding is not available, however, and these programs are still
integrated within the regular classroom, tremendous adjustments will need to be made by
all school personnel. Schools will be unable to finance additional staff needed to operate
the various programs within the classroom, leaving teachers to take on additional loads.
Currently, the role of the school psychologist falls within classification and placement of
students within special education. Such educational reform, however, will require school
psychologists to work towards intervention and consultation within the classroom. They
may be invaluable links for integrating this new school system (Phillips, 1990). This
trend is further indicated by additional studies indicating the need for school
psychologists to include consulting as part of their role (Cheramie & Sutter, 1993; Fagan
& Wise, 2000; Lesiak & Lounsbury, 1977).
School psychologists can further expand their roles to include research within the
schools. In order to make appropriate decisions for possible school transitions and
changes, valid and reliable data will need to be collected. School psychologists may have
valuable information and input necessary in making these types of decisions (Phillips,
1990).
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Another role for school psychologists is to help strengthen teacher
professionalism. In order to strengthen the quality of the classroom, there must be
increasing numbers of adequately trained teachers. Standards set for teacher certification,
commitment o f the teachers, and improved teacher contracts are helping in this area, but
other school personnel, including school psychologists, can aid in making
professionalism of teachers a reality (Phillips, 1990).
School psychologists work hand in hand with numerous social and mental health
systems as well. Children who are victims of school failure, drug abuse, teen pregnancy,
and family violence are often clients of the school psychologist. Early intervention in
these areas, and help from agencies outside the school system can be enhanced by the
school psychologist's involvement (Phillips, 1990).
Jack Cummings (1996) discusses the need of school psychologists to respond to
school needs as part of their role. He feels that the school psychologists must immerse
themselves into the culture of the school and view the issues from the perspectives of
teachers, parents, administrators, and students. They also should build a working rapport
with these individuals.
There is a variety of ways that school psychologists can help address the needs of
the school. A crisis within the school may be an opportunity to learn how to respond
appropriately and meet school needs. School psychologists can work with counselors and
social workers to devise a plan on how to respond responsibly to a situation. Research
regarding a variety of issues can also be shared with building staff to help make plans
more appropriate to meet the needs of the students.

*
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Cummings (1996) cites Caplan’s (1964) three levels of prevention to the
classroom to develop solutions to school needs. Primary prevention targets the entire
group and aims to create a positive learning environment within the classroom, reducing
the chance of disciplinary issues and academic difficulties. Secondary prevention begins
at the onset of potential issues that may disrupt the learning environment for a small
group of students, and aims to contain the issue before it grows out of control. Tertiary
prevention occurs when the primary and secondary preventions have failed, despite
everyone’s best efforts. This prevention targets an individual’s needs.
Cummings (1996) further suggests that school psychologists and the schools learn
to spread the ownership of the problem. Sometimes solutions to the problems cannot be
accomplished without the aid of outside resources. Private foundations and state and
federal-level departments of education can help provide funds and other resources to help
resolve school issues.
In conclusion, Cummings (1996) believes that school psychologists have a unique
position in that they are not tied to the classroom, nor are they placed in an
administrator’s supervisory role. They have the opportunity to respond to the actual
needs of the school, and help define the ways of responding to situations using traditional
as well as modem solutions.

Assessment Issues
Hutton, Dubes, and Muir (1992) review the assessment practices of school
psychologists over the past 10 years. While literature indicates that the role of school
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psychologists is moving towards the reduction of assessment and an increase in
consultation skills, school psychologists continue to spend 40-60% of their time in
assessment activities. The study consisted of a questionnaire sent to 1,000 randomly
selected NASP members. The survey sought to determine the types of assessment
instruments currently used for evaluations.
Hutton et al. (1992) showed that while the percentage of time spent in assessment
activities varied according to training levels, school psychologists indicated that they
spent 50% or more of their time in assessment activities. Most widely used instruments
included Wechsler Intelligence Tests, KeyMath Diagnostic Arithmetic Test, Wide Range
Achievement Test, Peabody Individual Achievement Test, and Vineland Adaptive
Behavior Scales.
There were several limitations to this study (Hutton et al., 1992), including the
fact that the percentage of usable questionnaires was small. Also, due to the fact that
many tests were either out dated or revised since 1987, it was difficult to know whether
the present list used was comparable to former lists. Another limitation was that the list
was modified to adjust the length of the survey. Over 100 tests were written by
participating school psychologists in addition to the ones listed in the survey.
Despite the limitations, there are some similarities between the finding of this
current study and general practices ten years ago. One is that school psychologists tend to
spend their time assessing children in elementary schools. The second is that practitioners
are more experienced and more highly trained. Differences are that school psychologists
are using more achievement tests now than they did 10 years ago, as well as behavior
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rating and adaptive behavior measures. Perceptual tests have decreased.
According to an article written by S. Rosenfield and D. Nelson (1995), the role of
school psychologists and assessment is beginning to change to meet the demands of the
public, increasing diversity among the students, and shifting educational concerns.
Traditional emphasis on testing revolved around diagnosis and classification of
special education services. There is now a push towards prevention and intervention that
is finding its way into the assessment process. This trend is starting to change the
emphasis of the school psychologist’s role from diagnostic labeling to using their
assessment results directly into prevention and intervention strategies within the
classroom.
School psychologists have, therefore, become more involved in developing and
delivering curriculum-based assessments to be used in the classroom School
psychologists can bring their expertise into helping schools evaluate and develop
programs, then monitor their effectiveness.

Ethical and Legal Issues
In their book School Psychology: Past, Present, and Future, Fagan and Wise
(2000) include the NASP “Principles for Professional Ethics” from 1997. This document
involves a tremendous amount of information that will be briefly discussed. The main
areas described are as follows:
Professional Competency : a school psychologist must be aware of their strengths
and weaknesses, and only engage in those activities for which they are qualified. They
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must represent themselves in a professional manner that does not imply they are more
qualified than they are, and request the help of other professionals as needed. They
should also participate in continuing education. Personal issues should not interfere with
their job performance.
Professional Relationships and Responsibilities: This is broken down into 7 main
areas: (a) general, (b) students, (c) parents, legal guardians, and appointed surrogates, (d)
service delivery, (e) community, (f) related professions, and (g) other school
psychologists. Generally speaking, the principles listed above require the school
psychologist to protect a person’s dignity, be sensitive to all types of people, inform
everyone of relevant information, resolve issues, do not exploit clients, respect
confidential information, explain all information in a clear, understandable way, promote
parental participation, do not engage in activities that condone discrimination, adhere to
all federal, state, and local laws, and recognize the competence of other professionals and
coordinate additional services with them as needed.
Professional Practices in Public Settings: This is broken down into 5 main areas:
(a) advocacy, (b) assessment and intervention, (c) use of materials and technology, (d)
research, publication and presentation, and (e) reporting data and conference results.
Generally speaking, the principles listed above require the school psychologist to
advocate for their client, be knowledgeable concerning validity and reliability of
assessment techniques, do not misuse information gathered, develop appropriate
interventions, promote appropriate use of computer generated test analysis and copyright
laws, only participate in sound research projects, client information communicated with
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only authorized participants, and reports written in form/style that is understandable to
client.
Professional Practices - Private settings: This is broken down into 3 main areas:
(a) relationship with school districts, (b) service delivery, and (c)
announcements/advertising. Generally speaking, the principles listed above require the
school psychologist to separate their roles when working for both a private agency and a
school district, inform parents of services available through the school district, create and
follow contract of private practice until service is completed, and accurately represent
services advertised in a formal, professional manner.

Issues Influencing the Future
Role of School Psychologists
Benson and Coulter (1982) conducted a study of issues in school psychology.
This was attempted by sending a questionnaire to approximately 7,000 psychologists
randomly selected from the 1981 NASP pre-convention mailing list. A total of 935
scoreable questionnaires were returned. Of those returned, 93% were NASP members,
39% were APA (American Psychological Association) members, and 33% were members
of both organizations. The school psychologists were asked to rate 44 statements in two
ways: (a) their opinion or level of agreement with the statement, and (b) their perception
o f the importance o f the statement.
Results of this study (Benson & Coulter, 1982) indicate that school psychologists
felt the following general issues were very important to them: (a) role definition of school
psychology, (b) PL94-142 and its funding, (c) assessment practices, (d) intervention
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techniques, (e) political and economic forces influencing psychologists, and (f) legalethical conflicts.
In addition, the respondents who were also APA members rated three more issues
as very important. These included the role of a school psychologist focusing on mental
health as compared to academic instruction, the role of schools in society, and the need
for studying the quality of decisions made by the multi-disciplinary teams (Benson &
Coulter, 1982).
A difference o f opinion was observed between APA and NASP members
regarding a statement that non-doctoral training was sufficient for high-quality
competency in school psychology. O f the APA-only group, 44.44% agreed with this
statement, while 67.2% of the NASP-only group agreed.
Joseph F. Kovaleski (1998) discusses further obstacles to reform within the role of
school psychologists. The author proposes that current practices of school psychology
and special education have been developed and are maintained by the system that
selectively reinforces them. Kovaleski further states that change will occur only if the
paradigm currently practiced is shifted significantly. The paradigm is described as
follows: “Children with school problems have discrete disorders that are (a) internal to
the child, (b) can be precisely diagnosed through individual assessment, and (c) can be
remediated with techniques tailored to the disorder” (p.479). The paradigm came about
with the passage of P.L. 94-142. Soon after this law was put into effect, parents began to
see the law as a guarantee that their children would receive services. They began to
demand testing without first trying classroom interventions or consultation with teachers.
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School psychologists were then forced to evaluate students, taking valuable time away
from other duties. The end result was that many students did not qualify.
Kovaleski (1988) indicates a new model must be internalized by all educators if
meaningful reforms are to be realized. The first area is literacy. Students can learn if
effectively taught. The second is mental health. In this area, prevention must be aimed at
the at-risk students. Next is the experimental approach. School personnel should
hypothesize what and how to teach the students, and then find a way to carefully monitor
their progress.
In order for change to occur, school psychologists should be involved in
formulating and implementing programs. School psychologists can participate in
activities such as curriculum committees and pre-referral meetings to help make teaching
more effective. They can serve on district-wide committees, crisis teams, short-term
counseling, and consulting with teachers to help increase mental health. In the area of
assessment, school psychologists can assist teachers and administrators to understand and
accept new uses for student evaluations. Additionally, they can also help design and
implement new assessment techniques (Kovaleski, 1988).
Another study done in 1994 by Irwin A. Hyman and Karen Kaplinski discusses
the future role of school psychologists. The study was comprised of 1,000 NASP
members. This represented 1/12 of the organization’s members at the time. The
questionnaire consisted o f 12 demographic questions, and 49 items that required
responses on a 5-point Likert scale, from strongly agree to strongly disagree. Areas
included in the survey were (a) doctoral degrees; (b) the medical model; (c) teacher
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consultation; (d) student placement; (e) psychotherapy; (f) salary schedules; and (g) road
blocks to career advancement. Conductors of the study received a return total of 56% of
questionnaires sent out.
In the area concerning the need for school psychologists to have a doctoral degree,
the results were decidedly mixed (Hyman & Kaplinski, 1994). It was clear that school
psychologists believe there is no data to support that those with doctoral degrees do a
better job than those who do not possess doctoral degrees. However, 56% agreed that it
would likely increase their credibility among other professionals. A similar percentage
indicated that possessing a doctoral degree would not result in higher salaries, nor would
they ever have the opportunity to apply their advanced skills in their current job. Over
half of the respondents felt that a doctoral degree should not be mandated.
The second area involves the usage of the medical model, which is described by
Hyman and Kaplinski (1994) as “assessment, diagnosis, remediation” (p. 573). Three
fourths of those responding felt the medical model provides a necessary role, supported
by over half believing the model can be effective. However, 23% see no use for it at all.
When asked if the medical model should be replaced with more direct classroom
learning, 44% disagreed, 33% agreed, and 23% were neutral.
Teacher consultation was another area surveyed. Almost half of the respondents
who consulted with teachers spent 11 - 25% of their time with teachers. Only 5% spent
more than 50% of their time with teachers, yet 61% felt teacher consultation resulted in
the best service.
As for student placement, most school psychologists favored mainstreaming
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and/or full inclusion for mild disabilities. O f the eight questions relating to new
initiatives in special education placement, 23% were neutral. This may reflect a lack of
understanding or fear of change when it comes to alternate placements. Hyman and
Kaplinski (1994) believe teachers and parents will be in favor of pull-out special
education programs of some kind or another.
Almost three fourths of those surveyed felt psychotherapy should be offered in
schools. They further believed NASP and the APA should support the psychotherapy role
and provide in-service and pre-service training.
There have been numerous state and national surveys since 1960 in regard to
salary schedules. These have all indicated that school psychologists fall somewhere
between teacher and administrative salaries. Responses to this particular survey indicate
continued differences on the issue. Almost half feel that teacher salaries decrease their
self-determination, 44% feel it decreases their clout with those they work with, 38% feel
it erodes their position, and 47% feel it is the main reason psychologists leave the school
system for other psychological positions. When asked how they would like the salary
schedule created, 40% feel they should be part of the administrator’s salary schedule,
while 49% would like to see themselves as a totally separate unit (Hyman & Kaplinski,
1994).
There are several issues that school psychologists see as roadblocks for career
advancement. It is felt that as long as they remain locked within the teacher salary
schedule, administrators will continue to see school psychologists functioning on the
same level as teachers and not capable of higher, more administrative roles. Another
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problem is that administrative and supervisory positions are typically filled by applicants
holding education degrees. In addition, prior teaching experience is often required for
administrative positions, which school psychologists do not generally have. Finally,
school psychologists often feel that their administrators believe a school psychologist’s
role ends once a student is evaluated and placed in special education. Their full potential
is rarely recognized (Hyman & Kaplinski, 1994).
In summary, Hyman and Kaplinski (1994) note that 77% of those surveyed feel
paper work affects their ability to provide adequate and direct services to the teachers.
The authors further suggest that legislature mandate school psychologists be hired based
on a fixed student/psychologist ratio. It is also suggested that NASP and APA join forces
to develop alternative degree options. Finally, the salary issue continues to need
evaluation.
Carol Kelly (1994) sees radical changes within our society as issues that will
change the role of school psychologists. Changing value systems, disintegration of the
family, and current economics are placing a very low importance on obtaining an
education. There is also a lack of financial support from the government regarding the
improvement of educational systems. Due to these changes within our society, children
are coming to school unready to learn, and then leave the school system unready to enter
the work force. The demands on education continue to escalate, while our resources and
ability to meet these demands are diminishing.
There needs to be strong, effective leaders in the areas of problem solving,
communication, and human relations skills to help turn around the current trend in
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education. Kelly (1994) believes that school psychologists are natural leaders and would
be effective players in this endeavor. She provides several strategies to help change the
system.
First, there needs to be ways to increase the involvement of parents in the lives of
their children. Providing services such as community support, effective parenting
conferences, and workshops will hopefully give parents the tools they need to learn how
to be more interactive parents. School psychologists can also help teachers understand
the current research determined to improve achievement and ways to implement this
knowledge into the classroom. Establishing relationships with decision makers, such as
committee and school leaders, will also help the school psychologist get involved with
the system and become leaders in this area. School psychologists can then work with
teachers and principals to prepare them for change, reduce the tension that change brings,
and encourage them to take risks. Finally, school psychologists must make themselves
invaluable to the school system. This can be accomplished by utilizing these strategies,
building relationships with school board members, superintendents, and the community.
It is important to show them that school psychologists have the same goals as they do,
and desire to support them in their endeavors (Kelly, 1994).
Reschly (2000) outlines several issues that influence the future role of a school
psychologist: (a) legal requirements/funding, (b) student/school psychologist ratio, (c)
region in which a school psychologist works, (d) the degree held by the school
psychologist, (e) non-school settings, (f) growth of the field due to Education of All
Handicapped Children Act and Individuals with Disability Education Act, (g) expanded
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ages of students served, (h) requirements for Specific Learning Disability (SLD)
qualifications, (i) increase in behavior interventions, and (j) complicated evaluations of
English Language Learners (ELL).
Finally, Reschly (2000) discusses the future of school psychology. Since past
predictions have been incorrect, he indicates that his predictions are cautionary. Reschly
states that some basic trends will continue. More women will be hired in all areas of
service. The demand and supply for school psychologists will probably continue. The
Education Specialist (EdS) degree will probably continue to dominate the field. The
school psychologist’s role will probably need to be more diverse, and will probably
become more involved with intervention assessments, problem solving, and
consultations. If disability classifications remain the same, then standardized test use will
continue. Finally, legal requirements will continue to have a great impact on the school
psychologist’s role.
Mark Swedlik and Jospeh French wrote an article in School Psychology Review
(2000) that discusses training for the school psychologist in the 21st century. There are
several factors that they believe influence training: (a) credentialing issues, (b) growth of
professional school psychologists, (c) the role of NASP and APA, (d) program approval
standards by the State Department of Education, (d) state and federal laws, and court
cases, (f) school reform initiatives, (g) the changing political, economic, and social
context in which we live.
Swedlik and French (2000) continue their article by discussing future trends for
the school psychologist. One trend is the various areas of training. This includes
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research, interpersonal, communication, and leadership skills, technology, and
psychological/educational foundations. Another issue is the level of training. Currently,
there is a move towards more EdS and/or doctoral degrees. Characteristics of training
programs often include different focuses when training EdS students versus doctoral
students. The specialist level tends to focus on assessment, consultation, and intervention
training, while the doctoral level may focus more on subspecialties. There may also be a
shift towards outcome- and performance-based accreditation. A fifth trend is predoctoral
internships. Most likely, non-school practice will require internships at accredited sites.
There will also be a need for more accredited doctoral internships within the school
system, as people tend to get jobs in similar locations where they completed their
internship. Specialist-level training, however is done almost exclusively in schools.
Improvement is needed in the areas of quality, more advanced certification of supervisors,
and the increase o f paid internships. Postdoctoral specialties may grow to include
neuropsychology, forensic psychology and psychopharacology. A final trend in training
is the issue of continuing professional development (CPD). Requirements for meeting
CPD will increase. Training programs will need to collaborate with practioners to
provide school psychologists with the training that will meet CPD requirements.
In conclusion, Swedlik and French (2000) summarize several opportunities for
school psychology training. Program approval by NASP and APA will create similar
curriculum nationwide. There will be an increase o f those taking the National
Certification of School Psychology (NCSP) exam, as well as graduate programs seeking
NASP approval. School psychology services will expand to meet the needs of the
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increasing demands of diversity. Training facilities will have an increase in enrollment.
Assessment, consultation and intervention will remain the primary areas of training, with
effective communication, team participation and leadership as required skills. Pre- and
post-doctoral internships will be necessary at accredited schools. And finally, there will
be an increase in CPD requirements.
Violence and disruptive behavior is quickly becoming a large issue in schools
today. It is not uncommon for school psychologists to spend a great deal of time dealing
with disruptive students. Margo Ross, Sharon Powell and Maurice Elias discuss this new
role in a article they wrote in the School Psychology Review (2002). They indicate that as
the recognition of social and emotional learning (SEL) is increasing, the opportunity for
the school psychologist’s role is also likely to increase. There are many high risk
behaviors displayed by today’s children: (a) alcohol, (b) tobacco, (d) drugs, (e) sexual
behavior/diseases, and (f) intentional/unintentional harm to self or others. The difference
between these issues and disabilities is that these issues are believed to be preventable if
certain skills are learned and developed. Ross et al. (2002) explain that these skills
consist of appropriate decision making, understanding their feelings, listening, and
communicating and respecting differences.
The term “emotional intelligence” was first introduced by Salovey and Mayer
(1990). It is defined as “the subset of social intelligence that involves the ability to
monitor one’s own and other’s feelings and emotions, to discriminate among them, and to
use this information to guide one’s thinking and actions” (p. 189).
A critical element to SEL is the ability to form and maintain health relationships.
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A nother is to effectively solve social problem s and make decisions. Thirdly, a person
m ust be able to effectively cope with stress (Ross et al., 2002).
There is a growing am ount o f data that supports the idea that emotional
intelligence is equal to or an even better predictor o f a person’s life success than an
intelligence score. Another believed factor is that an em otional IQ is not fixed at birth.
Rather, it can experience growth and develop through learning skills and experiencing life
(Ross et al., 2002).
Schools offer a unique environm ent for teaching and practicing appropriate social
behavior. However, it is also recognized that other entities, such as family and
community, share the responsibility o f training appropriate skills. There are some
researchers, however, that believe social skills should be taught with as much attention
given to it as more traditional subjects are like math or science (Ross et al., 2002).
Ross et al. (2002) indicate that school psychologists have the expertise one needs
to address the issues. They typically have strong backgrounds in child development, and
the social, em otional, and educational needs o f children. They also have an intimate
knowledge o f working within a school environment. Finally, they have the training
needed in assessm ent, program design, implementation, and evaluation. W hat school
psychologists need to do now is to start providing these services to school faculty and
staff. Ultimately, it will be up to these people, who work directly with the students, to
teach the students the required skills.
The authors (Ross et al., 2002) provide several recom mendations for school
psychologists. They believe that school psychologists should promote health and reduce
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at-risk behaviors. They agree with Sheridan and Gutkin (2000) that school psychologists
should help establish prevention programs within the schools. To help with the setting up
of programs, there is information available from Collaborative for Academic, Social, and
Emotional Learning (CASEL) which is currently reviewing SEL programs nation wide.
School psychologists can also seek out already available programs and funding to help
them, as well as facilitate social/emotional skills education.
Secondly, school psychologists can help provide professional development for
teachers. They can discuss program options with administrators, provide training to the
faculty and staff, and assist with the integration of the information and putting skills into
practice. They can also collaborate with other educators the help co-sponsor professional
development seminars on SEL.
Finally, it is recommended that there be training for school psychologists in the
area of SEL. “Core course work should include community psychology, organizational
psychology, and health psychology” (p. 50). Training facilities should provide practical
experiences such as organizational collaboration and consultation teams for school
psychologists to learn the skills they will need to put into practice within a school system.
A study conducted by Jennifer Taub (2002) evaluates a Second Step Violence
Prevention Program conducted in rural New England. Early warning signs of aggressive
behavior may be: (a) poking/pushing other children, (b) negative/defiant behavior, (c)
self-centered verbal responses, (d) neglected by peers, (e) victims of bullying, (f) low selfconfidence, (g) underachievers in school, and (h) socially withdrawn.
The Second Step Program’s goals are to improve a child’s social competence in
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perspective taking, social problem solving, impulse control, and anger management.
Students learn techniques through modeling, rehearsal, role play, and verbal mediation in
a classroom-based curriculum.
Students from rural, mostly white, low-income families were involved in this
study. Participants were randomly chosen, and included 54 third- through fifth-graders.
Students were invited to participate and all but one child consented to being a part o f the
study. There were 18 third-graders, 26 fourth-graders, and 10 fifth-graders.
Approximately 81% of them were present for all three data collections. A comparison
school was chosen that consisted of 33 students. At least 85% were present for all three
data collections.
The intervention procedures were to take place thirty minutes a day for twice a
week, and were expected to become part of the teacher’s curriculum. Data was collected
three times over the course of one calendar year. Each collection period lasted two
weeks. Data was collected by means of behavioral observations by clinicians and
behavioral scales completed by the teachers.
Results of this study indicated that the student’s social competence was no longer
significantly lower. While the antisocial scale did not exhibit clear results, it is believed
to take longer to learn new skills and practice them than it is to fall back into old habits.
More follow-up is needed to determine whether or not this is true. Behavioral
observations was not as clear cut either, but results did correlate with the teacher ratings
that there was an increase in pro-social behavior. Overall, the study suggests a positive
effect and that this program could be effective in increasing pro-social behavior.
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A joint study conducted by the United States Department of Education and the
United States Secret Service gives strategies for school personnel and law enforcement to
help prevent school violence. This Safe School Initiative study consisted of examining
37 incidents of targeted school violence that have occurred within the United States
between 1974 and 2000. They gathered information from investigative, school, court,
and mental health records, along with interviews of several of the attackers.
There were 10 key findings in this study: (a) acts were rarely sudden or impulsive,
(b) other people knew about the idea/plan, (c) attackers did not threaten targets prior to
the attack, (d) there is no accurate “profile” of these students, (e) prior behavior indicated
a need for help, (f) attackers generally had difficulty coping with loss, (g) attackers often
felt bullied or persecuted by others, (h) they had access to, and had used, weapons prior to
attack, (i), other students were involved in most cases, and (j) most incidences were
stopped by some means other than law enforcement, due to the short duration of the
incidents.
The findings of this study (Safe School Initiative, 2002) suggest that a “threat
assessment” approach be implemented to help prevent school violence. A threat
assessment is a “fact-based investigative and analytical approach that focuses on what a
particular student is doing and saying” (p. 41). How to create a threat assessment is
suggested, using implications of the 10 key findings of the study. It is recommended that
school and local law enforcement agents find ways to equip themselves with the tools and
materials needed to complete these threat assessments, such as training on how to gather
and evaluate information, and then intervene when the information suggests there may be
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a threat. Many states have also gained the help of legislation to increase the school’s
ability to access information from law enforcement agencies. Finally, is it recommended
that schools create within themselves a climate where students feel safe to report to adults
things that they see and hear, that may indicate someone’s plan to hurt themselves or
others.
In summary, school psychologists tend to spend the majority of their time in some
sort of assessment and test interpretation. In some places, school psychologists are able
to involve themselves more fully in other activities such as consultation, counseling,
classroom intervention strategies, and crisis intervention.
It would also appear that there is a strong correlation between perceived school
psychology tasks and abilities, and how much time the school psychologist is able to
spend with school personnel and the parents. The higher the contact with these people,
the greater understanding they have of the school psychologist’s role.
Furthermore, there are studies that indicate the role of a school psychologist must
change to meet the current needs of schools and society (Cummings, 1996; Kelly, 1994;
Kovaleski, 1998; Rosenfield & Nelson, 1995; Ross et al., 2002; Sheridan & Gutkin,
2000; Swerdlik & French, 2000). Additional studies are needed to determine if the
results of these studies are practical and/or feasible in the 21st century.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

CHAPTER HI

METHODOLOGY

The primary purpose of this study is to examine the services and desired
functions of school psychologists as perceived by administrators, teachers, and school
psychologists among a representative sample within southeast Michigan, specifically
Berrien, Cass, and Van Buren counties. A secondary purpose is to explore potential
training needs of school psychologists.

Research Design
This study is a descriptive, comparative research using a survey to assess actual
and desired functions and training needs of school psychologists as perceived by school
administrators, teachers and school psychologists. It is patterned after a cross-sectional
design that involves gathering data at a given point in time and using a random sample
from a given population.
The instrument was formed by a small committee chosen to research the sampling
techniques o f similar studies previously conducted. A pool of questions were taken from
these sampling techniques and combined to create items designed to explore the
perceptions of the three groups mentioned above. The format, demographics, tasks
performed, professional skills, and training needs were then organized to create the final
46
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self-administered questionnaire used in this study.

Population and Sample
The subjects for this study consisted of a sample of administrators, teachers, and
school psychologists from 26 school districts within Berrien, Cass, and Van Buren
counties. It was hoped that approximately one-third to one-half of the teachers,
administrators, and school psychologists would participate.

Procedure
Consent by the three Intermediate School District superintendents and individual
school district superintendents for the three counties was initially sought by telephone. A
sample survey, cover letter, and stamped, pre-addressed return postcard was then sent as a
follow-up to the phone calls. This provided written confirmation of permission to conduct
the study within the given school district. Once written permission was granted, another
phone call was made to confirm permission and to discuss distribution procedures.
To ensure confidentiality, each survey was labeled with a code as is shown in the
following example: ts.la.l. The first segment represents the individual respondent’s
position: ts = teacher. The second segment represents the county: 1 = Berrien County, and
the school district: a = Benton Harbor Schools. The third segment represents the
individual school: 1 - King Junior High School (see Appendix A for a complete list of
the codes). Interpretation o f the sample code indicates that this survey was completed by a
teacher from King Junior High School in Benton Harbor, Berrien County. This
knowledge determined which schools and/or personnel groups had not returned the
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surveys. Follow-up calls could then be made as needed to encourage potential
respondents to complete the surveys and return them.
Surveys and materials were divided into four groups which were labeled A
through D. Each bundle contained a cover letter with distributing instructions and
individual packets for each school in a given district. Bundle "A" was intended for
teachers and administrators in Cass and Van Buren counties. The material was first
mailed to the school districts within those counties. Enclosed in the bundle were
instructions for sending the material to the various schools within their district. Once the
material reached the schools, the office secretary was to place individual packets in each
teacher’s box. Teachers were to complete the questionnaires and return them in the selfaddressed stamped envelopes provided.
Bundle "B" was intended for teachers and administrators in Berrien County. The
material in this bundle was personally delivered to each school district within Berrien
County. The individual school districts were given instructions for sending the material to
the various schools within their district. Once the material reached the schools, the office
secretary was to place individual packets in each teacher’s box. Teachers were to
complete the questionnaires and return them in the self-addressed, stamped envelopes
provided.
Bundle "C" was intended for school psychologists in Cass and Van Buren
counties. The material was mailed to Cass and Van Buren Intermediate School districts,
since school psychologists have their offices within the administrative offices. The
individual envelopes were distributed to each school psychologist by a secretary in those
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intermediate school districts. Participants were to complete the questionnaire and return
them in the self-addressed, stamped envelopes provided.
Bundle "D" was intended for school psychologists in Berrien County. The
material in this bundle was personally delivered to the Berrien County Intermediate
School District, which also housed the school psychologists. The individual envelopes
were distributed to each school psychologist by a secretary. Participants were to
complete the questionnaires and return them in the self-addressed, stamped envelopes
provided.

Instrumentation
The questionnaire consists of three parts. Part I asks for demographic data. The
first eight questions are designed to gather information about the individual’s current job
title, their years of service, salary range, highest degree earned, the area of that degree,
and type of certifications held. The final three questions ask for ethnicity, gender, and
age. The questions were created in such a manner as to make it quick and easy for the
participant to complete, simply by checking the appropriate range or giving a one- or twoword answer.
Part II consists of questions designed to gather information about the general role
and function of school psychologists. This section contains 41 items. The participant is
asked to rate, on an 8-point scale, the amount of time they think school psychologists
actually spend on particular tasks, and then the amount of time they would like school
psychologists to spend on these same tasks.
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Part III focuses on the perceived professional skills needed to be an effective
school psychologist. These skills were divided into four areas: (a) direct services, (b)
indirect services, (c) populations, and (d) ages of population. If the participant answering
the questionnaire was a school psychologist, they were asked to rate their personal level of
skill for each of the four areas, using a 5-point scale. In addition, they were given the
opportunity to indicate in which areas they may desire additional training. If the
participant answering the questionnaire was a teacher or administrator, they were asked to
rate their school psychologist’s level of competency using the same four areas and the
same 5-point scale. They were then given the opportunity to indicate which areas of
training they felt were needed for school psychologists. Consequently, directions for Part
III had slightly different wording for school psychologists than for teachers and
administrators. (See Appendix B for an example of a complete survey.)

Hypotheses and Statistical Analysis
The following null hypotheses were tested in this study.
1. There is no significant difference between the perception of administrators,
teachers, and school psychologists concerning the functioning of school psychologists.
2. There is no significant difference between the perception of the three groups
concerning the desired functions of school psychologists.
The above hypotheses were tested using one-way Analysis of Variance for each
item separately.
3. There is no significant difference between the perception of the three groups
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concerning the perceived skill levels held by school psychologists.
The third hypothesis was tested by using Analysis of Variance. Since the
assumption of interval scales is tenuous, Chi-square was also used.
4.

There is no significant difference between the perception of the three groups

concerning additional training needs of school psychologists.
The fourth hypothesis was determined by using Chi-square.
All hypotheses were tested with alpha equaling .05.
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CHAPTER IV

ANALYSIS OF DATA

The purpose o f this study was to examine actual and desired functions and training
needs of school psychologists who work within Berrien, Cass, and Van Buren counties as
determined by teachers, psychologists, and administrators within these counties.
This chapter analyzes the data collected, answers the questions as presented in
chapter I, and tests the hypotheses of the study.
The self-administered survey created for this study was made up of three main
parts. Part I obtained demographic data of the subjects. Part II gathered information
concerning actual and desired roles and functions of school psychologists. Part III rated
perceived skills and desired training of school psychologists.

General Characteristics of Sample
Subjects of this study consisted of administrators, teachers, and school
psychologists employed by Berrien, Cass, and Van Buren counties. A total of 220 usable
teacher surveys, 27 usable school psychologist surveys, and 13 usable administrator
surveys were used in this study.

52
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Demographic Information of Sample
Of the total 260 surveys used in this study, 165 came from Berrien County, 56
from Cass County, and 22 from Van Buren County. Seventeen respondents did not enter a
county and were not included in the final count. When asked if they were employed
either full time or part time, 96% indicated they were employed full time. The majority of
those responding indicated they have been employed in their current job for 16 years or
more, earn $40,000 to $45,000 a year, and are under a 10-month contract. The highest
degree earned for most respondents is a Master’s. With regard to certification and
licensure, 98.5% have state certification, while only 9.2% have national certification. O f
those surveyed, 75% were female, 25% were male.

Descriptive Data on the Responses
Table 1 indicates the rank of tasks most often performed by a school psychologist
as perceived by the three groups. O f the total 41 tasks used in the survey, only the 6
highest and 6 lowest ranked tasks are highlighted in the following tables. This ranking
number was chosen for a more convenient method of discussion and comparison, and is
used for Tables 1 through 6. Appendix C shows Table 1 in its entirety.
Of the 41 tasks performed, Table 1 shows there is a basic agreement among the
three groups when comparing the 6 highest ranked tasks. One exception is noted.
Administrators ranked administering Individual Personality Tests very high, whereas
teachers and psychologists did not.
When comparing the tasks individually, there are several differences within the
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TABLE 1
COMPARISON OF THE THREE GROUPS
ON HIGHEST RANKED TASKS PERFORMED
Teacher
Rank

Psychologist
Mean
Rank

Administrator
Mean
Rank

Variable

Mean

Individual IQ Tests

3.69

02

4.56

01

4.92

01

Individual
Personality Tests

2.70

13

1.59

22

3.69

02

Diagnostic
Interview

3.24

06

3.19

11

3.23

09

Teacher Interviews

2.83

10

3.70

05

3.31

08

Interpreting Tests

3.68

03

3.70

06

3.54

03

Report Writing

4.08

01

4.07

03

3.54

04

Recommend Special
Classes

3.37

05

3.89

04

2.77

12

MET member

2.81

12

4.52

02

3.46

05

Travel to/from
Schools

15.4............. 04 ...... .

3.52

.07...

_ 3.46
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three groups. Administering Individual Intelligence Tests is the only task that all three
groups ranked as number 1 or 2. However, report writing and interpreting tests were also
ranked within the top 6 of all three groups. In general, psychologists and administrators
agreed more closely on their rankings of individual tasks that they feel psychologists
perform than any other group combination.
Table 2 indicates the rank of tasks least often performed by a school psychologist
as perceived by the three groups. This table shows a total of 11 tasks where at least one of
the three groups ranked that task within the lowest 6. Appendix C shows Table 2 in its
entirety.
All three groups also agreed on the ranking of one individual task, and that was in
the area of programs for the gifted. Teachers and psychologists ranked this task as number
35, while administrators ranked it number 36. There is also only 1 additional task that all
three groups ranked within the 6 lowest ranked tasks for psychologists to perform. It is in
the area of Attending Board Meetings. In general, teachers and administrators agreed
more closely on individual tasks than any other group combination.
Table 3 ranks tasks most often desired to be performed by a school psychologist as
perceived by the three groups. Of the total 41 tasks used in the survey, only the 6 highest
and 6 lowest ranked tasks are highlighted in the following tables. Appendix C shows Table
3 in its entirety.
Of the 41 tasks most desired, Table 3 shows 10 tasks that were ranked by at least
one of the three groups as one of their top 6. However, there is no individual task that all
three groups agreed was the most desired task. There are, however, 2 tasks that all three
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TABLE 2
COMPARISON OF THE THREE GROUPS
ON LOWEST RANKED TASKS PERFORMED
Teacher
Rank

P svcholoeist
Mean
Rank

Administrator
Mean
Rank

Variable

M ean

Group IQ Tests

1.88

24

1.11

40

1.54

21

Professional Journals

1.70

31

1.15

36

1.54

23

Program for Gifted

1.66

35

1.15

35

1.15

36

Organize V olunteers

1.45

39

1.19

33

1.08

38

Coordinate
Community' A g en cies

1.62

37

1.56

23

1.54

24

Service O rganizations

1.66

34

1.30

30

1.15

37

Mental H ygiene

1.47

38

1.11

41

1.23

34

Attend Board
M eetings

1.65

36

1.15

37

1.08

39

Select Special
Education Teachers

1.67

32

1.15

38

1.08

40

Evaluate Sta ff
Member

1.34

41

1.15

39

1.23

35

A ssist Regular
Education Teachers

1.3591

. 40................ ...L 1.852.. . ,34..... ........

1.07.69 .... 41
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TABLES
COMPARISON OF THE THREE GROUPS ON
HIGHEST RANKED TASKS MOST DESIRED TO PERFORM

Teacher

P svcholoeist
M ean
Rank

M ean

09

3.26

09

4.4 6

05

4.49

04

3 .67

07

5 .00

01

T eacher
Interviews

4 .4 7

05

4 .2 2

02

4 .69

02

Parent
Interviews

4 .2 4

07

4.15

04

4 .4 6

06

Observations

4 .55

03

3.81

06

4 .6 2

03

Counsel
Individual
student

4 .6 9

01

3.33

08

3.23

17

Training Parents

4 .5 9

02

3 .0 0

13

4 .0 0

10

C lassroom
Management

3 .9 0

14

4 .1 9

03

4.23

07

C lassroom
Problems

4.31

06

4 .07

05

3.92

11

M ET member

4 .0 0

11

4.3 7

01

4 .46 ..

Variable

M ean

Individual IQ
Tests

4.05

D iagnostic
Interview

Rank

Administrator
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groups ranked as part of the 6 tasks most desired for psychologists to perform. They are:
conducting teacher interviews and conducting observations. When comparing these tasks
individually, teachers and psychologists more closely agreed in as many areas as
psychologists and administrators did. Teachers and administrators agreed in very few
areas.
Table 4 ranks tasks least often desired to be performed by a school psychologist as
perceived by the three groups. Appendix C shows Table 4 in its entirety.
Table 4 shows a total of 10 tasks where at least one of the three groups ranked that
task within the lowest 6. Additionally, there are no tasks where all three groups agreed on
the ranking for an individual task. There is, however, 1 task that all three groups ranked as
part of the 6 lowest ranked tasks desired. This is in the area of attending board meetings.
When comparing individual rankings, teachers and administrators agreed more closely on
individual tasks than any other group combination.
Table 5 indicates the highest rank of professional skills held by school
psychologists as perceived by the three groups. Appendix C shows Table 5 in its entirety.
Of the total 26 skills used in the survey, only the 6 highest and 6 lowest ranked
skills are discussed in the following tables.
When comparing the highest rated professional skills of school psychologists,
Table 5 shows a total of 11 skills where at least one of the three groups ranked that skill
within the highest 6.
In one area, both teachers and psychologists ranked a skill the same. This is in the
primary-school level. Both teachers and psychologists rank this skill as eighth.
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TABLE 4
COMPARISON OF THE THREE GROUPS ON
LOWEST RANKED TASKS MOST DESIRED TO PERFORM
Teacher

Adm inistrator

Psychologist
M ean
Rank

Mean

37

1.07

41

2.15

29

2.69

35

1.26

40

2.15

30

2.63

36

1.30

39

1.85

35

Professional
Journals

2.02

40

1.93

30

1.62

38

Coordinate
Community
A gencies

3.32

23

1.56

35

1.54

39

Mental H ygiene

3.22

25

1.48

37

2.69

21

Travel to/from
Schools

2.83

32

2.41

25

1.77

37

Attend Board
M eetings

2.27

39

1.33

38

1.08

41

Evaluate S taff
Member

1.77

41

1.56

36

1.46

40

. .Teachers.............. _ 2 J 2

...... 38

1.70

Variable

Mean

Group IQ Tests

2.61

Group
Personality T ests
Group
A chievem ent
Test

Rank

Rank

A ssist Regular
Education
, 3 1 ..........

... 1.85....... .
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TABLE 5
COMPARISON OF THE THREE GROUPS ON HIGHEST
RANKED PROFESSIONAL SKILLS OF SCHOOL PSYCHOLOGISTS
Teacher
Rank

Psychologist
Mean
Rank

Administrator
Mean
Rank

Variable

Mean

Cognitive
Assessment

2.05

02

1.56

05

1.38

01

Personality
Assessment

2.24

07

3.26

24

1.54

06

MET Meetings

2.43

14

1.41

01

1.85

11

Observations

2.58

19

1.44

03

1.85

12

Special Education

2.04

01

1.41

02

1.54

07

Preschool

2.16

04

2.56

06

1.46

05

Primary

2.24

08

1.59

08

1.38

02

Upper Elementary

2.26

09

1.44

04

1.38

03

Middle School

2.19

06

1.56

07

1.54

08

High School

2.1864

05

1.7407

11

1.6154

10

Post-Secondarv

2.00

03

2 . 67_ _ ...... 18

. ... 1.38
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Administrators ranked this skill within their top six. Additionally, there are two more
areas where all three groups closely agree on the skills demonstrated by school
psychologists. They are in the areas of preschool and middle school. In general, teachers
and administrators agreed more closely on individual tasks than any other group
combination.
Table 6 indicates the lowest rank of professional skills held by school
psychologists as perceived by the three groups. Appendix C shows Table 6 in its entirety.
Table 6 shows two areas where all three groups closely agree. They are family
counseling and gifted/advanced. In fact, both teachers and administrators identically
ranked family counseling at number 22. In general, teachers and administrators agreed
more closely on individual skills than any other group combination.
In summary of Tables 1 through 6, all three groups agree on the highest ranked
tasks actually performed. There are more differences between the groups on the lowest
ranked tasks actually performed. In the area of desired tasks, there was very little
agreement among the groups as to what tasks they would like school psychologists to
perform In the area of professional skills, all three groups generally agreed on the
highest- and lowest-rated skills of school psychologists.

Testing of the Null Hypotheses
A total of four null hypotheses were selected to be tested in this study. The results
of these tests are presented in this section.
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TABLE 6
COMPARISON OF THE THREE GROUPS ON LOWEST
RANKED PROFESSIONAL SKILLS OF SCHOOL PSYCHOLOGISTS
Teacher

Psvcholoeist
Mean
Rank

Administrator
Mean
Rank

07

3.26

24

1.54

06

2.54

17

3.07

22

2.54

19

Group Counseling

2.70

25

3.37

26

2.62

21

Family Counseling

2.65

22

3.26

25

2.62

22

Crisis Intervention

2.65

23

2.89

21

2.77

24

Program Evaluation

2.64

21

2.67

16

2.38

17

Inservice

2.78

26

2.78

20

2.77

23

Research

2.57

18

2.04

15

2.77

25

Gifted/Advanced

2.69

224

3.22

.23......... . 2.85

26

Variable

Mean

Personality
Assessment

2.24

Individual
Counseling

Rank
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Null Hypothesis 1
Null hypothesis 1 states: There is no significant difference among the perceptions o f
administrators, teachers, and school psychologists concerning the actual functioning o f
school psychologists.
This hypothesis was tested by Analysis of Variance on each separate variable.
Table 7 gives the results.
There are significant differences among the three means for 11 of the 38 items.
Scheffe tests were conducted for all significant ANOVA's in the actual general role and
function of school psychologists. As the Scheffe test is very conservative, I used an alpha
level of 0.10, as recommended by Scheffe (1959, p. 71). Results of the Scheffe tests for
each of the significant ANOVA’s are presented separately.
Administering Individual IQ Tests'. Psychologists and administrators believe
psychologists spend a greater percentage of their time administering individual intelligence
tests than do teachers.
Administering Group IQ Tests: Teachers believe psychologists spend a greater
percentage of their time administering group intelligence tests than psychologists
themselves believe.
Individual Personality Tests: Teachers and administrators believe psychologists
spend a greater percentage of their time administering individual personality tests than
psychologists themselves believe.
Group Achievement Tests: Teachers believe psychologists spend a greater
percentage of their time administering group achievement tests than psychologists
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TABLE 7
A NO V A RESULTS FO R HYPOTHESIS 1

n

Variable

Teacher

Psvch

Admin

F

Individual IQ tests

3.69

4.56

4.92

4.69

0.0100*

Group IQ tests

1.88

1.11

1.54

4.82

0.0088*

Group Personality Tests

1.76

1.33

1.38

2.33

0.0994

Individual Personality Tests

2.70

1.59

3.69

7.61

0.0006*

Group Achievement Tests

1.90

1.22

1.54

3.04

0.0494*

Individual Achievement Test

3.06

3.37

3.08

0.30

0.7390

Diagnostic Interview

3.24

3.19

3.23

0.01

0.9913

Teacher Interviews

2.83

3.70

3.31

2.86

0.0594

Parent Interviews

2.89

3.48

2.92

1.29

0.2763

Observations

2.83

3.37

3.38

1.55

0.2151

Interpreting Tests

3.68

3.70

3.54

0.03

0.9660

Report Writing

4.08

4.07

3.54

0.45

0.6401

Recommend Special Education
Classes

3.37.

3.89

2.77

1.51

0.2220

Counsel Parents

2.06

2.04

2.15

0.03

0.9662

Family Counseling

1.85

1.22

1.62

3.55

0.0302*

Counsel Individual Students

2.46

1.74

1.62

3.75

0.0248*

Counsel Groups o f Students

2.01

1.44

1.38

3.17

0.0438*

Training Parents

1.70

1.56

1.23

1.06

0.3486

Classroom Management

1.72

2.63

1.62

6.18

0.0024*

Research

2.50

1.41

1.85

5.70

0.0038*

Professional Journals

1.70

1.15

1.54

2.28

0.1039

Evaluation Interventions

2.47

1.89

1.77

2.99

0.0521

Programs for Gifted Students

1.66

1.15

1.15

2.89

0.0575

Programs for District

1.98

1.34

1.46

2.87

0.0586

Teacher Methods

1.67

1.78

1.31

0.80

0.4482

Classroom Problems

2.11

2.56

1.38

2.84

0.0602
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Table 7 - Continued.
Variable

Teacher

Psvch

Admin

MET member

2.81

4.52

3.46

10.15

0.0001*

Organizing Volunteers

1.45

1.19

1.08

1.45

0.2369

Coordinate Community Agencies

1.62

1.56

1.54

0.07

0.9342

Service Organizations

1.66

1.30

1.15

2.28

0.1044

Mental Hygiene

1.47

1.11

1.23

1.97

0.1412

Travel to/from Schools

3.54

3.52

3.46

0.01

0.9919

Interpret Regulations

3.03

2.67

2.38

1.05

0.3522

Attend Board Meetings

1.65

1.15

1.08

3.06

0.0485*

Attend Staff Meetings

2.01

2.11

1.38

0.82

0.4436

Review Correspondence

2.45

1.96

1.62

2.68

0.0703

Select Special Education
Teachers

1.67

1.15

1.08

2.76

0.0651

Curriculum Development

1.72

1.48

1.31

0.38

0.4136

Evaluate Staff Members

1.34

1.15

1.23

0.53

0.5902

Assist Regular Education.
Teachers

1.36

1.19

1.08

0.98

0.3769

Present Inservices

1.74

1.70

1.46

1.30

0.2739

Note, d f - 2, 257.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

F

r>

66
themselves believe.
Counseling With Family Members'. Teachers believe psychologists spend a greater
percentage of their time counseling family members than psychologists believe.
Individual Counseling With Students: Teachers believe psychologists spend a
greater percentage of their time counseling with students than psychologists themselves
believe.
Group Counseling With Students: There were no significant differences between
teachers, psychologists, and administrators, and the amount of time they believe
psychologists spend counseling students in groups. The Scheffe test here would appear to
be too conservative, even using a level of 0.10. The significant F ratio, however, led to the
safe conclusion that the greatest difference would be significant. That is, teachers believe
psychologists spend more time counseling students in groups than administrators believe.
Assisting Teachers With Classroom Management: Psychologists believe they spend
a greater percentage of their time assisting teachers with classroom management than
teachers and administrators believe.
Research and Evaluations: Teachers believe psychologists spend a greater
percentage of their time collecting data for research and evaluation than psychologists
themselves believe.
Multidisciplinary Conferences: Psychologists believe they spend a greater
percentage of their time as a member of a multidisciplinary conference than teachers and
administrators believe.
Attending Board Meetings: There were no significant differences between teachers,
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psychologists, and administrators and the actual amount of time they believe psychologists
spend attending board meetings. The Scheffe test here would appear to be too
conservative, even using a level of 0.10. The significant F ratio, however, led to the safe
conclusion that the greatest difference would be significant. That is, teachers believe
psychologists spend more time attending board meetings than administrators believe.

Null Hypothesis 2
Null hypothesis 2 states: There is no significant difference among the perception o f
the three groups concerning the desired functions o f a school psychologist.
This hypothesis was tested by Analysis of Variance on each separate variable.
Table 8 gives the results. Significant differences among the three means are indicated for
16 of the 41 items. Scheffe Tests were conducted for all significant ANOVA’s in Part II of
the desired general role and function of school psychologists. Results of the Scheffe tests
for each of the significant ANOVA’s are presented separately.
Recommending Special Education Classes: Teachers believe psychologists should
spend a greater percentage of their time recommending students for special classes than
psychologist themselves believe.
Administering Group IQ Tests: Teachers believe psychologists should spend a
greater percentage of their time administering group intelligence tests than psychologists
themselves believe.
Group Personality Tests: Teachers believe psychologists should spend a greater
percentage of their time administering group personality tests than psychologists
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TABLE 8
ANOVA RESULTS FOR HYPOTHESIS 2
Variable

Teacher

Psvch

Admin

F

Individual IQ Tests

4.05

3.26

4.46

2.48

0.0854

Group IQ Tests

2.61

1.07

2.15

8.78

0.0002*

Group Personality Tests

2.69

1.26

2.15

7.25

0.0009*

Individual Personality Tests

3.53

1.63

3.77

12.62

0.0000*

Group Achievement Tests

2.63

1.30

1.85

6.90

0.0013*

Individual Achievement Test

3.61

2.85

3.38

1.81

0.1652

Diagnostic Interview

4.49

3.67

5.00

2.68

0.0702

Teacher Interviews

4.47

4.22

4.69

0.26

0.7728

Parent Interviews

4.24

4.15

4.46

0.10

0.9037

Observations

4.55

3.81

4.62

1.70

0.1851

Interpret Tests

3.99

3.22

4.15

2.01

0.1366

Report Writing

3.67

2.70

3.54

3.26

0.0399*

Recommend Special Class

4.20

2.93

3.15

5.52

0.0045*

Counsel Parents

3.80

2.81

4.00

2.94

0.0548

Family Counsel

3.98

2.26

2.31

9.95

0.0001*

Counsel Individual Students

4.69

3.33

3.23

6.82

0.0013*

Counsel Students in Groups

4.04

2.93

2.15

6.72

0.0014*

Training Parents

4.59

3.00

4.00

5.95

0.0030*

Classroom Management

3.90

4.19

4.23

0.29

0.7459

Research

3.00

2.48

2.38

1.43

0.2421

Professional Journals

2.02

1.93

1.62

0.40

0.6695

Evaluate Interventions

3.67

3.00

3.69

1.36

0.2592

Programs for Gifted Students

3.37

2.07

2.46

5.03

0,0072*

Programs for District

3.26

2.89

2.46

1.21

0.2987

Teacher Methodology

3.20

3.15

2.92

0.11

0.8955

Classroom Problems

4.31

4.07

3.92

0.33

0.7168

MET Member

4.00

4.37

4.46

0.60

0.5488
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Table 8 - Continued.
Variable

Teacher

Psvch

Admin

F

Organize Volunteers

3.37

1.85

2.23

7.52

0.0007*

Coor. Comm. Agencies

3.37

1.56

1.54

4.78

0.0092*

Service Organizations

3.00

2.26

2.00

2.97

0.0532

Mental Hygiene

3.22

1.48

2.69

8.49

0.0003*

Travel to/from Schools

2.83

2.41

1.77

2.43

0.0903

Interpret Regulations

3.08

2.56

2.77

0.97

0.3800

Attend Board Meetings

2.27

1.33

1.08

6.09

0.0026*

Attend Staff Meetings

3.17

2.96

2.62

0.48

0.6202

Review Correspondence

2.70

1.89

2.08

3.21

0.0419*

Select Spec. Ed. Teachers

2.72

2.41

2.00

0.91

0.4028

Curriculum Development

3.05

3.26

2.69

0.32

0.7246

Evaluate Staff Members

1.77

1.56

1.46

0.46

0.6309

Assist Reg. Tchr’s Grwth

2.39

1.70

1.85

1.98

0.1397

Present Inservices

3.40

2.74

3.31

1.30

0.2739

Note. d f= 2, 257.
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themselves believe.
Individual Personality Tests: Teachers and administrators believe psychologists
should spend a greater percentage of their time administering individual personality tests
than psychologists themselves believe.
Group Achievement Tests: Teachers believe psychologists should spend a greater
percentage of their time administering group achievement tests than psychologists
themselves believe.
Report Writing: Teachers believe psychologists should spend a greater percentage
of their time writing reports than psychologists themselves believe.
Counseling With Family Members: Teachers believe psychologists should spend a
greater percentage of their time counseling family members than psychologists and
administrators believe.
Individual Counseling With Students: Teachers believe psychologists should spend
a greater percentage of their time counseling with individual students than psychologists
and administrators believe.
Group Counseling With Students: Teachers believe psychologists should spend a
greater amount of their time counseling students in groups than psychologists and
administrators believe.
Training Parents: Teachers believe psychologists should spend a greater
percentage of their time training parents in behavior modification than psychologists
themselves believe.
Consulting Teachers o f the Gifted Student: Teachers believe psychologists should
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spend a greater percentage of their time consulting with teachers of gifted students to help
plan classroom programs and activities than psychologists themselves believe.
Organizing Community volunteers'. Teachers believe psychologists should spend a
greater percentage o f their time organizing a group of community volunteers to help school
children than psychologists themselves believe.
Meeting With Community Agencies'. Teachers believe psychologists should spend a
greater percentage o f their time meeting with representatives of community agencies for
coordination than psychologists themselves believe.
Courses in Mental Hygiene. Teachers believe psychologists should spend a greater
percentage of their time setting up courses in mental hygiene than psychologists themselves
believe.
Attending Board Meetings'. Teachers believe psychologists should spend a greater
percentage of their time attending board meetings than psychologists and administrators
believe.
Reviewing Correspondence, Etc. '. Teachers believe psychologists should spend a
greater percentage of their time reviewing correspondence, etc., than psychologists
themselves believe.

Null Hypothesis 3
Null hypothesis 3 states: There is no significant difference among the perceptions o f
the three groups concerning the perceived skill levels held by school psychologists.
This hypothesis was tested by Analysis of Variance on each separate variable.
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Table 9 gives the results. For this scale, the lower number indicates perception of a higher
skill level.
Significant differences among the three groups are indicated for 8 of the 26 items.
Scheffe Tests were conducted for all significant ANOVA’s in the actual general role and
function of school psychologists and professional skills of school psychologists. Results of
the Scheffe tests for each of the significant ANOVA’s are presented separately.
Professional Skills in Cognitive Assessment: There were no significant differences
between teachers, psychologists, and administrators in their beliefs of the competence of
psychologists in cognitive assessments. The Scheffe test here would appear to be too
conservative, even using a level of 0.10. The significant F ratio, however, led to the safe
conclusion that the greatest difference would be significant. That is, teachers believe
psychologists are more competent in cognitive assessment than administrators believe.
Professional Skills in Personality Assessments: Teachers and administrators believe
psychologists are less competent in personality assessments than psychologists themselves
believe.
Professional Skills in Multidisciplinary Meetings: Psychologists believe they are
less competent in multi-disciplinary meetings than teachers believe.
Professional Skills in Observations: Psychologists believe they are less competent
in classroom observations than teachers believe.
Professional Skills in Special Education: Teachers believe psychologists are less
competent in special education populations than psychologists believe.
Professional Skills in Regular Education: Psychologists believe they are less
competent in regular education populations than teachers believe.
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TABLE 9
A NO V A RESULTS FOR HYPOTHESIS 3

Variable

Teacher

Psvch

Admin

F

C ognitive A ssessm ent

2.0455

1.5556

1.3846

3.08

0.0478*

Personality A ssessm ent

2 .2 4 0 9

3.2593

1.5385

8.24

0.0003*

Individual C ounseling

2 .5 3 6 4

3.0741

2 .5 3 8 4

1.35

0.2601

Group C ounseling

2 .7 0 4 6

3.3704

2.6154

1.95

0 .1 4 4 9

Fam ily C ounseling

2 .6 5 0 0

3.2593

2 .6154

1.55

0.2141

Consultation

2.3591

1.8519

2.0769

1.75

0 .1758

Parent Conference

2.4273

1.8148

2.1539

2.26

0 .1068

Teacher C onference

2 .4855

1.8889

2.4615

1.91

0.1505

M ultidisciplinary M eetings

2.4273

1.4074

1.8462

6.27

0.0022*

Observations

2.5773

1.4444

1.8462

8.85

0.0002*

C risis Intervention

2 .6 5 0 0

2.8889

2.7692

0.28

0 7585

Program Evaluation

2 .6 3 6 4

2.6667

2 .3846

0.16

0.8512

Inservice

2 .7818

2.7778

2.7692

0.00

0.9996

Research

2 .5727

2.0370

2.7692

0.96

0.3833

Special Education

2 .0364

1.4074

1.5385

3.34

0.0370*

Regular Education

2.4 6 8 2

1.7037

2 .3077

3.25

0.0405*

Rem edial/A t-R isk

2.3 6 8 2

1.6296

2 .1539

2.84

0.0602

G ifted/A dvanced

2.6 8 6 4

3.2222

2 .8462

1.19

0.3051

Cultural/Ethnic D iversity

2 .6 0 0 0

2.7407

2.5385

0.10

0 .9060

Infants & Toddlers

2.2773

2.6667

1.6154

1.38

0 .2530

Preschool

2.1591

2 .5556

1.4615

1.64

0.1960

Primary

2 .2 4 0 9

1.5926

1.3846

3.45

0.0332*

Upper Elementary

2.2636

1.4444

1.3846

4.75

0.0094*

M iddle School

2 .1909

1.5556

.15385

2.61

0.0753

High School

2 .1864

1.7407

1.6154

1.49

0 .2279

..Post-Secondary

2 .0500

2 .6667

1.3846

2.14

0.1203

N ote, d f - 2, 257.
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Professional Skills in Primary Aged Students: There were no significant differences
between teachers, psychologists, and administrators in the competence of psychologists in
working with primary-age students. The Scheffe test here would appear to be too
conservative, even using a level of 0.10. The significant F ratio, however, leads to the safe
conclusion that the greatest difference would be significant. That is, teachers and
administrators believe psychologists are more competent in working with primary-age
students than psychologists believe.
Professional Skills in Upper Elementary-Age Students: Psychologists believe they
are less competent in working with upper-elementary-aged students than teachers do.
As the assumption of interval data for the skill levels is rather tenuous, it was
decided to test hypothesis 3 by Chi-Square analysis also.
The small number of both psychologists and administrators responding resulted in
many expected frequencies below 5. The response levels were then combined in such a
way as to eliminate or at least reduce the number of small expected frequencies. These
resulted in two response levels each time. Either “adequate or less” were combined,
leaving the other category being “greater than adequate.” Or, “adequate and greater than
adequate” were combined, leaving the other category as “adequate or less.”
The data in table 10 show the results of the Chi-square analysis for the 26 items
regarding Professional Skills.
Of the 26 variables, 12 yielded significant Chi-square values. For each of these
items, the contingency table is given and interpreted. Contingency Tables 11 through 23
give the results for the 12 significant items.
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The data in Table 11 indicate that both psychologists and administrators rate the
skill of the psychologist in cognitive assessment more positively than do the teachers. This
is in agreement with the initial ANOVA results.
The data in Table 12 indicate that both teachers and administrators rate the skill of
the psychologist in personality assessment more positively than do the psychologists. This
is in agreement with the ANOVA results.
The data in Table 13 indicate that psychologists rate the skill of the psychologist
more positively in consultation than do the teachers and administrators. This is a new
significant item not shown in the ANOVA results.
The data in Table 14 indicate that psychologists rate the skill of the psychologist
more positively in parent conferences than do the teachers and administrators. This is a
new significant item not shown in the ANOVA results.
The data in Table 15 indicate that both psychologists and administrators rate the
skill of the psychologist in multidisciplinary meetings more positively than do the teachers.
This is in agreement with the ANOVA results.
The data in Table 16 indicate that both psychologists and administrators rate the
skill of the psychologist in observations more positively than do the teachers. This is in
agreement with the ANOVA results.
The data in Table 17 indicate that all three groups rate the skill of the psychologist
in special education as greater than adequate, but the psychologists more so than the other
two groups. This is not in agreement with the ANOVA results.
The data in Table 18 indicate that psychologists rate the skill of the psychologist
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TABLE 10
CHI-SQ U ARE ANALYSIS FO R PROFESSIONAL SKILLS
Item
C ognitive A ssessm ent
Personality A ssessm en t

Chi-Sauare

p

7.955

0.0187*

10.196

0.0061*

Individual C ounseling

0.788

0.6745

Group C ounseling

2.296

0.3173

Fam ily W ork/ C ounseling

0.599

.07412

Consultation

7.212

0.0272*

Parent C onferences

8.805

0.0122*

T eacher C onferences

4.351

0 .1136

M ultidisciplinary M eetings

17.960

0.0001*

O bservations

25.500

0.0000*

C risis Intervention

0.344

0.8420

Program Evaluation

0.673

0.7144

Inservice

1.313

0 .5187

Research

0.094

0.9543

Special Education

7.499

0.0235*

Regular Education

12.214

0.0022*

R em ediall/A t-R isk

12.278

0.0022*

G ifted/A dvanced

1.516

0.4685

Cultural/Ethinic D iversity

3.948

0.1389

Infants and Toddlers

3.152

0.2069

Preschool

3.158

0.2062

Primary

16.775

0.0002*

Upper Elementary

20.666

0.0000*

M iddle School

9.057

0.0108*

High School

5.188

0.0747

Post-Secondary

5.361

0.0685

N ote, d f - 2.
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TABLE 11
CONTINGENCY TABLE FOR COGNITIVE ASSESSMENT
Teacher

Psychologist

Administrator

Total

Greater than adequate

124 (.56)

22 (.81)

10 (.77)

156

Adequate or less

096 (.44)

05 (.19)

03 (.23)

104

220

27

13

260

Total

Note. Number in parentheses gives the proportion o f the column total.

TABLE 12
CONTINGENCY TABLE FOR PERSONALITY ASSESSMENT
Teacher

Psychologist

Administrator

Total

Greater than adequate

112 (.51)

06 (.22)

09 (.69)

127

Adequate or less

108 (.49)

21 (.78)

04 (.31)

133

220

27

13

260

Total

Note. Number in parentheses gives the proportion o f the column total.

TABLE 13
CONTINGENCY TABLE FOR CONSULTATION
Teacher

Psychologist

Administrator

Total

Greater than adequate

103 (.47)

20 (.74)

06 (.46)

129

Adequate or less

117 (.53)

07 (.26)

07 (.54)

131

220

27

13

260

Total

Note. Number in parentheses gives the proportion o f the column total.
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TABLE 14
CONTINGENCY TABLE FOR PARENT CONFERENCES
Teacher

Psychologist

Total

Administrator

Greater than adequate

105 (.48)

21 (.78)

06 (.46)

132

Adequate or less

115 (.52)

06 (.22)

07 (.54)

128

220

27

13

260

Total

Note. Number in parentheses gives the proportion o f the column total.

TABLE 15
CONTINGENCY TABLE FOR MULTIDISCIPLINARY MEETINGS
Teacher

Psychologist

Administrator

Total

Greater than adequate

102 (.46)

24 (.89)

08 (.61)

134

Adequate or less

118 (.54)

03 (.11)

05 (.39)

126

220

27

13

260

Total

Note. Number in parentheses gives the proportion o f the column total.

TABLE 16
CONTINGENCY TABLE FOR OBSERVATIONS
Teacher

Psychologist

Administrator

Total

Greater than adequate

086 (.39)

24 (.89)

08 (.61)

118

Adequate or less

134 (.61)

03 (.11)

05 (.39)

142

220

27

13

260

Total

Note. Number in parentheses gives the proportion o f the column total.
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more positively in working with regular education students than do the teachers and
administrators. This is a new significant item not shown in the ANOVA results.
The data in Table 19 indicate that psychologists rate the skill of the psychologist in
remedial/at-risk students more positively than do the teachers and administrators. This is in
agreement with the ANOVA results.
The data in Table 20 indicate that psychologists rate the skill of the psychologist in
primary-age students more positively than do administrators and teachers. This is in
agreement with the ANOVA results
The data in Table 21 indicate that psychologists rate the skill of the psychologist in
upper elementary-age students more positively than both the administrators and teachers.
However, administrators also rated this more positively than teachers. This is a new
significant item not shown in the ANOVA results.
The data in Table 22 indicate that psychologists rate the skill of the psychologist in
middle-school aged students more positively than do the administrators and teachers. This
is in agreement with the ANOVA results.

Null Hypothesis 4
Null hypothesis 4 states: There is no significant difference among the perceptions o f
the three groups concerning additional training needs o f school psychologists.
This hypothesis was tested using Chi-square analysis. Table 23 shows the results of
this testing.
Of the 26 variables, 5 yielded significant Chi-square values. For each of these
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TABLE 17
CONTINGENCY TABLE FOR SPECIAL EDUCATION
Teacher

Psychologist

Administrator

Total

Greater than adequate

129 (.59)

23 (.85)

09 (.69)

161

Adequate or less

091 (.41)

04 (.15)

04 (.31)

99

220

27

13

260

Total

Note. Number in parentheses gives the proportion o f the column total.

TABLE 18
CONTINGENCY TABLE FOR REGULAR EDUCATION
Teacher

Psychologist

Administrator

Total

Greater than adequate

094 (.43)

21 (.78)

05 (.39)

120

Adequate or less

126 (.57)

06 (.22)

08 (.61)

140

220

27

13

260

Total

Note. Number in parentheses gives the proportion o f the column total.

TABLE 19
CONTINGENCY TABLE FOR REMEDIAL/AT-RISK STUDENTS
Teacher

Psychologist

Administrator

Total

Greater than adequate

109 (.49)

23 (.85)

07 (.53)

139

Adequate or less

111 (.51)

04 (.15)

06 (.46)

121

220

27

13

260

Total

Note. Number in parentheses gives the proportion o f the column total.
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TABLE 20
CONTINGENCY TABLE FOR PRIMARY AGED STUDENTS
Teacher

Psychologist

Administrator

Total

Greater than adequate

105 (.48)

24 (.89)

08 (.61)

137

Adequate or less

115 (.52)

03 (.11)

05 (.39)

123

220

27

13

260

Total

Note. Number in parentheses gives the proportion o f the column total.

TABLE 21
CONTINGENCY TABLE FOR UPPER ELEMENTARY AGED STUDENTS
Teacher

Psychologists

Administrator

Total

Greater than adequate

103 (.47)

25 (.93)

08 (.61)

136

Adequate or less

117 (.53)

02 (.07)

05 (.39)

124

220

27

13

260

Total

Note. Number in parentheses gives the proportion o f the column total.

TABLE 22
CONTINGENCY TABLE FOR MIDDLE SCHOOL AGED STUDENTS
Teacher

Psychologist

Administrator

Total

Greater than adequate

112 (.51)

22 (.81)

07 (.54)

141

Adequate or less

108 (.49)

05 (.19)

06 (.46)

119

220

27

13

260

Total

Note. Number in parentheses gives the proportion o f the column total.
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TABLE 23
CHI-SQUARE ANALYSIS FOR TRAINING DESIRED
Item
Cognitive Assessment

Chi-Sauare

D

1.367

0.5048

Personality Assessment

18.101

0.0001*

Individual Counseling

6.131

0.0466*

Group Counseling

3.878

0.1438

Family Work/ Counseling

4.778

0.0917

Consultation

3.461

0.1772

Parent Conferences

2.088

0.3520

Teacher Conferences

2.621

0.2697

Multidisciplinary Meetings

1.653

0.4375

Observations

2.140

0.3430

Crisis Intervention

9.658

0.0080*

Program Evaluation

7.831

0.0199*

Inservice

3.279

0.1941

Research

1.528

0.4658

Special Education

2.007

0.3666

Regular Education

0.156

0.9248

Remediall/At-Risk

2.935

0.2305

Gifted/Advanced

2.790

0.2479

Cultural/E thinic Diversity

5.083

0.0788

14.974

0.0006*

Preschool

4.156

0.1251

Primary

1.490

0.4748

Upper Elementary

1.480

0.4770

Middle School

1.450

0.4844

High School

3.067

0.2158

Post-Secondary

5.757

0.0562

Infants and Toddlers

Note, d f - 2.
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items, the contingency table is given and interpreted. Tables 24 through 28 give the results
of the five significant items.
The data in Table 24 indicate a significantly greater proportion of psychologists
than administrators and teachers believe that psychologist need more training in the area of
personality assessment. However, well under 50% of the psychologists are of this opinion.
The data in Table 25 indicate that a significantly greater proportion of psychologists
than administrators and teachers believe that school psychologists need more training in the
area of individual counseling. However, well under 50% of the psychologists are of this
opinion.
The data in Table 26 indicate that a significantly greater proportion of psychologists
than administrators and teachers believe that school psychologists need more training in the
area of crisis intervention. However, well under 50% of the psychologists are of this
opinion.
The data in Table 27 indicate a significantly greater proportion of psychologists than
administrators and teachers believe that school psychologists need more training in the area
of program evaluation. However, well under 50% of the psychologists are of this opinion.
The data in Table 28 indicate a significantly greater proportion of psychologists than
administrators and teachers believe that school psychologists need more training working
with the infant and toddler population. However, well under 50% of the psychologists are
of this opinion.
It was determined by this study that there are indeed significant differences between
teachers, administrators and school psychologists in many of the areas that were surveyed.
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TABLE 24
CONTINGENCY TABLE FOR PERSONALITY ASSESSMENT
Teacher

Administrator

Psychologist

Total

Yes

022 (.10)

10 (.37)

00 (0)

32

No

197 (.90)

17 (.63)

13(1.0)

227

219

27

13

259

Total

Note. Number in parentheses gives the proportion o f the column total.

TABLE 25
CONTINGENCY TABLE FOR INDIVIDUAL COUNSELING

Teacher

P sychologist

Administrator

Total

Y es

042 (.1 9 )

10 (.3 7 )

01 (.0 7 )

53

No

178 (.8 1 )

17 (.6 3 )

12 (.92)

207

220

27

13

260

Total

N o te. Num ber in parentheses g iv es the proportion o f the colum n total.

TABLE 26
CONTINGENCY TABLE FOR CRISIS INTERVENTION
Teacher

P sychologist

Administrator

T otal

Y es

037 (.1 7 )

10 (.37)

00 (0)

47

No

183 (.8 3 )

17 (.6 3 )

13 (1.0)

213

220

27

13

260

Total

N ote. Num ber in parentheses g iv es the proportion o f the colum n total.
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TABLE 27
CONTINGENCY TABLE FOR PROGRAM EVALUATION
Psychologist

Teacher

Administrator

Total

Yes

019 (.09)

07 (.26)

01 (.08)

27

No

201 (.91)

20 (.74)

12 (.92)

233

220

27

13

260

Total

Note. Number in parentheses gives the proportion of the column total.

TABLE 28
CONTINGENCY TABLE FOR INFANTS AND TODDLERS
Teacher

Psychologist

Total

Administrator

Yes

015 (.07)

08 (.30)

01 (.08)

24

No

205 (.93)

19 (.70)

12 (.92)

236

Total
220
27
13
Note. Number in parentheses gives the proportion of the column total.
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None of the groups completely agreed on tasks actually performed, nor desired to be
performed by school psychologists. The three groups also differ on additional training that
school psychologists need. Chapter 5 will discuss these results in more detail.
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CHAPTER V

SUMMARY, DISCUSSION, AND RECOMMENDATIONS

This chapter summarizes the purpose of the study, an overview of the literature, the
methodology of the study and its findings, discusses the findings, and presents
recommendations as a result of the study.

Summary
Statement of Problem
Over the years there have been many changes within our society, family dynamics,
economics, and governmental funding for schools. Such changes require schools to
reevaluate their ability to educate their students, and determine their needs to improve that
ability. The role o f school psychologists often changes as school needs change. This
study was designed to determine what teachers, administrators and school psychologists
believe the changes need to be, and if there are training needs to enable school
psychologists to be more effective.

Purpose of Study
The purpose of this study is to determine the actual role of the school psychologist,
what functions may be added to or eliminated from their role, and what training needs they

87
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may have.

Overview of Literature
The first section discusses the role of school psychologists over the past
twenty or more years. General areas discussed are assessments, report writing, counseling,
crisis intervention, parent/teacher consultation, pre-referral and classroom interventions,
and behavioral interventions. It is generally determined that the role of the school
psychologist continues to be dominated by assessments and report writing. However, other
activities such as prevention, interventions, behavioral issues, and consultation are now
taking up larger proportions of the school psychologist’s time.
Additional studies discuss the focus of school psychologists both within and
outside the classroom and the amount of impact they have on issues such as teacher
training, parent contact, crisis interventions, curriculum development, and on-going
research. The federal government and school funding have significant influences over the
types of programs available in schools and what school psychologists can offer. School
psychologists also have the opportunity to work with a variety of outside agencies to help
students in need.
The area o f assessment deals directly with studies that focus on the details of
assessments and areas of change to meet current demands of society and educational
concerns. It is noted that the types of assessments that school psychologists engage in are
beginning to change, as the demands of the school and its populations change. There is a
push towards using assessment results for prevention/intervention purposes rather than

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

89
diagnosing and labeling students.
Ethical and legal issues discuss the guidelines for which school psychologists must
follow to be sure that they engage in professional practices. These areas include
competency, professional relationships, and practices in public/private settings,
Finally, issues that influence the future role of school psychologists are discussed.
Some articles indicate that the school psychology role will not change unless there is a
complete shift in the paradigm of the school psychology model (Kovaleski, 1988). Others
indicate that change will come from issues such as levels of training, consultation, salary
schedules, and legal requirements/funding (Hyman & Kaplinski, 1994; Reschly, 2000;
Swedlik & French, 2000). Societal issues, violence, and the emotional/behavioral needs of
students may also be major influences on the future role of school psychologists (Kelly,
1994; Ross et al., 2002; Safe School Initiative, 2002; Taub, 2002).

Methodology
A self-administered questionnaire was developed to determine the actual duties of
a school psychologist, duties that are desired, and the skill level of school psychologists
within Berrien, Cass, and Van Burren Counties. The study consisted of a sample of
teachers, administrators, and school psychologists within this three-county region.

Findings
This section includes the first four research questions and a summary of the
findings.
1. What services are school psychologists providing within the schools in Berrien,
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Cass, and Van Buren counties as perceived by administrators, teachers, and school
psychologists?
When looking at the top 6 responses by teachers, psychologists, and administrators,
it can be noted that all three groups are in agreement in several areas. These areas are:
administering individual intelligence tests, report writing, and interpreting tests. Traveling
from school to school was ranked by teachers and administers within their top 6 activities,
with school psychologists close behind at number 7. Recommending special education
classes was within the top activities for both teachers and school psychologists, while
participating as a MET member was within the top activities for both school psychologists
and administrators.
2. What duties or functions should be added to the role o f a school psychologist as
perceived by administrators, teachers, and school psychologists?
This section was determined by examining the results of questions asked by all
three groups of what duties they desired psychologists to perform. Items that were ranked
within the highest six activities desired, but not ranked as activities actually performed may
be assumed to be additional activities to the future role of school psychologists, or at least
have their time increased. These areas are conducting teacher interviews and observations.
All three groups ranked these activities within the top 6 desired activities for a school
psychologist.
3. What perceived duties or functions should be eliminated from the role o f a
school psychologist as perceived by administrators, teachers and school psychologists?
It is difficult to determine which duties should be eliminated due to the fact that it
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is unknown whether duties ranked the lowest are those not performed at all or if they are
not desired. Therefore, the following section will discuss duties that perhaps could be
reduced to some degree. This was accomplished by comparing the highest ranked tasks
actually performed with the highest ranked tasks most desired to be performed.
While it would appear that all three groups generally agree that many of the highest
ranking tasks actually performed should take less of the school psychologist’s time,
traveling and report writing were the tasks that all three groups believe should decrease
dramatically.
4.

What are the training needs o f school psychologists in Berrien, Cass, and Van

Buren counties as perceived by administrators, teachers, and school psychologists?
Results of this hypothesis were determined by using Chi-square. There were no tasks
where the percentages of school psychologists desiring training were higher than those not
desiring training. However, there were several areas where at least 38% of school
psychologists desired additional training. These areas are personality assessment, group
counseling, family work/counseling, crisis intervention, cultural/ethnic diversity, and
working with the infant/toddler population.

Discussion
In chapter one, several research questions were given. Question 5 states, “Is there
a difference in the responses given by administrators, teachers, and school psychologists to
questions 1 through 4?” This section will discuss in further detail the results of this study
which addresses this question.
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Although the ranking appears to be very close in the area of administering
individual intelligence tests, a Scheffe test indicated that the difference between the
psychologist/administrator ranking and the teacher ranking was significant. In other words,
psychologists and administrators felt that psychologists spent significantly more time in
administering individual intelligence tests than teachers did.
When comparing the responses of all three groups concerning the top 6 actual
activities of a school psychologist, there were several differences between the groups and
their ranking of these tasks. These were primarily in the areas of conducting diagnostic
interviews, teacher interviews, recommending special education classes, participating as a
MET member, and individual personality tests. The most significant difference in the
highest ranked tasks was noted in the area of administering individual personality tests.
Administrators ranked this task within their top 6. Teachers ranked this a little lower while
psychologists ranked it much lower than the other two groups. The Scheffe test results
indicated that teachers and administrators believe psychologists spend significantly more
time administering these tests than psychologists themselves do.
According to the ANOVA results, 11 items were significantly different. Scheffe
tests were conducted on all 11 items. The area of administering individual personality tests
was discussed in the previous paragraph. Other significant differences were found in the
areas of administering individual intelligence tests, administering group intelligence tests,
administering group achievement tests, counseling family members, individual counseling
with students, assisting teachers with classroom management, research and evaluations, and
multidisciplinary conferences. On two items, Scheffe tests did not show any significance
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between the means. However, due to the significant F-ratio, it can be safely concluded that
significant differences do exist. These two areas are group counseling of students and
attending board meetings. It would appear that teachers believe psychologists spend more
time in these activities than psychologists and administrators do.
In general, it would appear that teachers, school psychologists, and administrators
all agree that psychologists spend the majority of their time in the areas of assessment and
report writing. As a former school psychologist in both Berrien and Cass counties, I have
personal knowledge of the job demands and an opinion as to why all three groups rate
assessments and report writing so highly. Cass county alone has nineteen schools, with
only four school psychologists assigned to the entire county. I personally had five schools
in two different towns assigned to me with approximately 100 reevaluations to complete
within a school year. In addition, approximately 20-30 initial evaluations were conducted
per school year. It is simply not feasible for a school psychologist to do much more than
evaluate, complete necessary paperwork for the evaluation, write the reports, attend
meetings, and travel.
One of the major areas of differences, however, was found in the area of
personality assessments. Both administrators and teachers felt that psychologists conduct
more personality assessments, both individually and in groups, than psychologists do.
While all three groups agree that school psychologists should not conduct group personality
assessments, teachers and administrators would like to see psychologists conduct individual
personality tests. Psychologists, on the other hand, indicate very little desire to add these
evaluations to their actual duties performed. It is interesting to note, however, that at least
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46% of the school psychologists in this study indicated they would like more training in the
area of personality assessments.
It has been my personal experience that there were differences by county as to who
administered the variety of tests involved in an evaluation. In both Berrien and Cass
Counties, school social workers performed the actual personality assessments. However, in
Berrien County, teacher consultants administered achievement tests, while in Cass County
the school psychologist administered both academic and intelligence tests. I believe there
are two reasons why teachers may believe that school psychologists administer personality
tests. One is that each county has different professionals administering the various tests.
This makes it difficult for teachers and administrators to follow who performs which job
function. The second is that the school psychologist is generally seen as the team leader. It
is easy to see why teachers may assume that school psychologists conduct personality
assessments along with all the other assessments.
A review of the literature indicates the same basic perception that school
psychologists spend the majority of their time in assessment of some kind. The study
conducted by Hutton et al. (1992) indicates that 50% or more of a school psychologist’s
time is spent on assessment. Studies conducted by Cheramie and Sutter (1993), Lesiak and
Lounsbery (1997), and McDaid and Reifman (1996) also discuss the important role of
assessment by school psychologists. Fagan and Wise (2000) also include assessment as
one of the basic skills of a school psychologist.
Other duties performed by school psychologists, such as consultation, counseling,
classroom intervention strategies, and crisis intervention, were noted in the review of
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literature but were not highly ranked in this survey as tasks actually performed. However,
according to Fagan and Wise (2000), Reschly (2000), Ross, et al (2002), and Swedlick and
French (2000), these activities are strongly predicted as activities that school psychologists
will be encouraged or requested to participate in as time goes on.
When discussing desired functions of a school psychologist, results of the testing
indicate that there were indeed differences between these three groups.
According to the ANOVA results, 16 items were significantly different. Scheffe
tests were conducted on all 16 significant items. Of those tested, 15 of them indicated that
teachers would like psychologists to spend more time in several activities that
administrators and psychologists don’t necessarily have a desire for school psychologists to
do.

The most significant of these differences fall in the areas of counseling individual

students and training parents. These two activities were the top 2 activities desired by
teachers. Other counseling activities such as group and family counseling were also very
important to teachers.
School psychologists, on the other hand, would like to be more involved with
teacher/parent interviews and teacher-related issues such as classroom management,
classroom problems, and classroom observations. While teachers and administrators both
agree that school psychologists should involve themselves in parent interviews, teachers
feel much more strongly when it comes to classroom activities. It would seem that they
want help with classroom problems, but do not want much help in managing their
classrooms.
Desired activities indicated by administrators follow the desires of the school
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psychologist more closely than do teachers. Administrators indicate that they would also
like school psychologists to be involved in teacher interviews, observations, MET members
and assessment activities.
An area of significant difference between actually performed and desired tasks is in
the area of counseling. None of the three groups ranked this task within the top 10 tasks
actually performed. However, results of this study clearly indicate that teachers would like
school psychologists to spend a lot more of their time in a counseling activity. In fact,
teachers indicate individual counseling as their number 1 choice of duties for school
psychologists. School psychologists rate counseling individual students higher than any
other counseling area, whereas administrators favor counseling parents.
I believe there may be several reasons why counseling seems to be in such high
demand. One, of course, is the type of population that schools are dealing with in the 21st
century. As was indicated by the review of literature, students are coming to school
unprepared to learn (Kelly, 1994). Parents are also leaving more and more of the
responsibility of child rearing to the school systems (Phillips, 1990). Violence and extreme
behaviors are also increasing at a rapid rate (Safe School Initiative Report, 2002; Taub,
2002) There is a demand for counseling like never before.
The second reason may be due to the fact that the word “psychology” is in the title
of a school psychologist. It is not uncommon for teachers to misinterpret a school
psychologist’s role simply by the title they carry. I have had many teachers say to me, “If
you don’t counsel students, then what do you do?”
It is my belief that if the role of a school psychologist within Southwest Michigan
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were to include counseling, several things would need to change. First, the Intermediate
School Districts would need to hire several more school psychologists to carry the load of
assessments as well as counseling. They in turn would need funding for such an endeavor.
Secondly, training institutions would need to expand or rearrange their curricula to meet the
needs of training school psychologists to also be counselors. Another positive outcome of
hiring additional psychologists is that it would either greatly reduce or eliminate the need of
traveling, which all three groups completely agreed upon.
As a practicing school psychologist, my personal opinion is that with the mental
health, behavioral, and emotional needs of students attending our schools today, most
schools could employ a full time counselor and still not meet the needs of all the students in
that school. I believe school psychologists and counselors could work hand in hand to meet
both the intellectual and mental health needs of their school’s population.
It is interesting to also compare each group’s responses to tasks actually
performed and their desired tasks. Teachers feel that psychologists spend the majority of
their time in assessment activities, report writing, and traveling. They would rather have
psychologists performing activities such as counseling, training parents, observing,
conducting various types of interviews, and helping with classroom problems. In other
words, it would appear that teachers would like school psychologists to have a more “hands
on” approach within the schools. In their opinion, assessments and report writing should be
a secondary responsibility.
Results of this study indicate that school psychologists would also like to be
involved with these types of activities, along with some of their current tasks. It would
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enable them to practice their expertise in more than one area, have a more fulfilling job, and
know that they may actually be making a difference in student’s lives.
When considering administrator responses, a more mixed school psychologist role
is seen. In the area o f actually performed tasks, administrators agree that school
psychologists spend the majority of their time in assessment activities. They also recognize
that psychologists play a more important role as a MET member than teachers do.
However, administrators would like to see school psychologists conduct more interviews
and observations, continue their role as MET members, conduct assessment activities, help
with classroom management, and help with parent counseling and training.
One possible explanation for the difference in role perceptions by teachers and
administrators may be in the amount of contact the school psychologist has with the
individual person. As was discussed by Kahl and Fine (1978) and Hagemeier et al. (1998),
the more contact school psychologists had with various school personnel, the more they
understood the role of a school psychologist and what they actually do.
Finally, I compared the school psychologists’ responses. As with the other two
groups, school psychologists ranked assessment activities as high, followed by MET
member, report writing, traveling, conducting interviews, and observations. The number 1
desired task for school psychologists was a MET member, followed by interviews, helping
with classroom management/problems, observations, counseling, and intelligence testing.
Psychologists also showed a much stronger desire to help in curriculum development than
teachers and administrators indicated. It would also appear that school psychologists are
interested in heavy involvement with the intervention and pre-referral process, rather than
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simply evaluating and diagnosing students.
A review of literature indicates that a few of the older studies in the mid-1990's
indicated a strong desire to have school psychologists involved in counseling (Cheramie
and Sutter, 1993; McDaid & Reifinan, 1996). Additional time spent in counseling was also
part of the vision of a future school psychologist’s role as described by MASP, 1994. It
would appear, however, that the role of a school psychologist as counselor has not
increased since that time.
It is difficult to determine which activities should be eliminated from the role of
the school psychologist since this information was not directly requested within the
questionnaire. However, almost all the activities ranked within the top 6 duties performed
were also ranked by all three groups as tasks they would like to see psychologists spend less
time doing. Those activities are: administering individualized intelligence tests,
administering individual personality tests, interpreting tests, report writing, recommending
special education classes, and traveling.
With respect to the tasks involving administering/interpreting tests and
recommending special education classes, it would appear that all three groups still consider
them important, but feel they do not deserve as much time as they currently demand.
Administering individual personality tests was ranked lower by all groups, but especially by
school psychologists. It would seem fairly clear that psychologists do not have a desire to
participate in this task.
Report writing was ranked by all three groups within the top six tasks actually
performed. Results of this study do reflect that all three groups agree that time spent in
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report writing should be reduced.
On the other hand, traveling showed the most overwhelming difference. All three
groups indicated that traveling was one of the highest ranked activities. However, they all
agreed that traveling should be significantly reduced, if not eliminated completely.
None of the studies reviewed directly discussed tasks that should be added to or
eliminated from the role of a school psychologist. However, studies by Cummings (1996),
Fagan and Wise, (2000), Hyman and Kaplinski (1994), Kelly (1994), Kovaleski (1998),
Reschly, (2000), Rosenfield and Nelson (1995), and Sheridan and Gutkin (2000) describe
theories of how a school psychologist’s role should change, or give predictions of how the
role of a school psychologist will be in the future. Should these theories and predictions
actually occur, current duties would automatically be either added to or eliminated from the
role of school psychologists.
In the area of direct services, 46.2% of school psychologists indicated they would
like to have more training in personality assessment. This appears to be a direct
contradiction to the results of tasks most desired to perform. School psychologists ranked
this task at number 34, which would seem to indicate that they do not desire to participate
in this task. It is unclear why there is this discrepancy. However, it may be possible that
school psychologists gave this task a low ranking due to their perceived lack of training in
this area. If they received the training that they desired, perhaps their opinion towards
personality assessment would change.
Thirty-eight percent desired training in the areas of group counseling and family
work/counseling, which correlates with their interest in spending more time in counseling
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of some kind.
In the area of indirect services, 38.5% of school psychologists felt they would like
more training in crisis intervention. They also indicated a desire for additional training in
the area of program evaluation.
In the social/cultural area, 38.5% of psychologists desired more training in cultural
and ethnic diversity, and working with the infant/toddler population.
It is interesting to note that school psychologists desire to perform several duties
such as teacher/parent interviews, observations, and various teacher-related issues, but
they do not indicate a desire for training in this area. The only area that seems to matches
both desire to perform and desire for more training is in the area of counseling.
Teacher and administrator responses do not seem to indicate much need for
training. In fact, there were no significant training needs expressed by teachers and
administrators in any category.
None of the studies reviewed discussed the issue of the training needs of school
psychologists. However, both Fagan and Wise (2000) and Swerdlik and French (2000)
spent a significant amount time discussing future training needs of school psychologists.
Their discussions centered primarily around characteristics typical of a school psychologist,
higher level training, specializations, certification issues, and continuing education training.
A factor that training institutions may need to consider is that it may be possible for school
psychologists to receive the type of training they desire in a workshop setting rather than a
full course at a college or university.
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Conclusion
In general, teachers, administrators, and school psychologists generally agreed in
the highest ranked tasks actually performed by school psychologists. It would appear that
specific tasks the school psychologists actually provide are the services of administering
and interpreting intellectual tests, writing reports, traveling from school to school,
conducting teacher interviews, participating as a MET member, and recommending
students for special education classes. Significant differences in this area fall primarily
with more administrators and teachers indicating that psychologists spend more time in
individual personality tests that psychologists themselves believe.
As for desired tasks, it would appear that all three groups would like school
psychologists to spend more time in teacher interviews and observations. There were more
differences between the three groups, however. Teachers were more interested in
psychologists spending their time in counseling activities, training parents, and conducting
diagnostic interviews. Psychologists desired to spend more time participating as a MET
member, conducting teacher interviews, and in classroom involvement. Administrators felt
the school psychologists should spend the most time in diagnostic interviews, observations,
participating as a MET member, and conducting evaluations.
While no tasks were specifically eliminated, results indicated that all three groups
desired that time spent in the main activities of administering/interpreting tests and
recommending special education classes be reduced. However, both report writing and
traveling time were significantly reduced.
In summary, results indicate that all three groups have different ideas of what a
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school psychologist’s role should be. However, it does seem clear that all three groups
feel that psychologists could be spending their time in more practical and hands-on ways.
Several training needs were also indicated by school psychologists, but not by teachers and
administrators.

Recommendations
Results of this study indicate several recommendations that may be helpful in
addressing the findings of the study.
1. Administration may need to take a more assertive role in helping teachers
understand the value of having school psychologist help with various issues within the
classroom.
2. The issue of counseling needs to be addressed on district, county, and state
levels, as teachers clearly expect school psychologists to take on the role of meeting the
mental health needs of the students they teach.
3. More studies are needed to determine which types of assessments are required
and which professionals should be conducting those tests.
4. Traveling requirements of school psychologists need to be addressed, as this
was clearly an issue that all participating groups wanted to be significantly reduced.
5. More research is necessary in the role of school psychologists as society
continues to change. Results of these studies will hopefully help school districts and
graduate programs alike to know how best to train and utilize the school psychologists they
have to their full potential.
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#1SCHOOL DISTRICT
la -

Benton H arbor A rea Schools

Berrien County ISD
CONSENT ?
approved

TEACHER#
333

15

a.00 Benton Harbor Senior High

M

80

a. 1 King Junior High School (7-8)

11

25

a.2

Fair Plain Junior High School

n

27

a.3

McCoord Renaissance Center (Magnet 7-8)

n

23

a.4

Bard Elementary School (K-6)

tt

8

a.5

Boyton Elementary School (Magnet Pre-6)

it

a.6

Calvin Britain Elem (Pre - 6)

tt

18

a.7

Fair Plain East (K-6)

tt

15

a .8

Fair Plain Northeast Elem. (K-6)

ti

11

a.9

Fair Plain West Elem. (K-6)

H

16

a .10 Hull Elem. (K-6)

tt

28

a .11 LaFayette Elem. (Magnet 1-6)

11

8

a .12 Martindale Elem. (K-6)

ft

9

a. 13 Henry C. Morton Elem. (K-6)

tl

17

a .14 Sorter Elem. (K-6)

ti

15

a .15 Sterne Brunson Elem. (K-6)

ff

23

b- Berrien Springs Public Schools
b .l

Berrien Springs High School (9-12)

*

SCH O O L#

10

tt

It

106
31

1 05
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•

4

b.2

Berrien Springs Middle School (6-8)

it

26

b.3

Sylvester Elem. (3-5)

tt

22

b.4

Mars Elem. (K-2)

tt

27

c- Brandywine Public Schools

* app.

97

c .l

Brandywine High School (7-12)

tt

45

c.2

Brandywine Elem. (2-6)

tt

42

c.3

Merritt Elem. (K-l)

tt

10

approved

67

d- Bridgm an Public Schools
d .l

Bridgman High School (9-12)

It

24

d.2

F.C. Reed Middle School (5-8)

tt

17

d.3

Bridgman Elem. (Preprimary -4)

it

26

e- Buchanan Community Schools

71

tt

e .l

Senior High School (9-12)

tt

29

e.2

Middle School (6-8)

tt

25

e.3

Moccasin Elem. (Pre- 5)

tt

21

e.4

Ottawa Elem. (K-5)

it

14

e.5

H.C. Stark Elem. (K-5)

tt

13

f- Coloma Community Schools
f .l

Senior High School (10-12)

*

tt

tt

33

Junior High School (8-9)

tt

27

f.3

Middle School (5-7)

tt

38

g .l

Niles Senior High (9-12)

#

H

tt

3

4
*

136

f.2

g- Niles Community Schools

3

1 06
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245
67

3

7

g.2

Ring lardner Jr. High (7-8)

tt

39

g.3

Howard Elem. (2-6)

It

33

g.4

Ballard Elem. (K-6)

ft

43

g.5

Eastside Elem. (K-6)

it

27

g.6

Oak Manor Elem. (K-6)

tt

21

g.7

James Ellis Elem. (K-l)

tt

15

h- Eau Claire Public Schools

It

56

h .l

Junior/Senior High School (7-12)

tt

35

h.2

Lybrook Elem. (K-6)

tt

21

tt

40

i- Galien Township Schools
i.l

Junior/Senior High School (7-12)

tt

21

i.2

Marie Carroll Wolford Elem. (K-6)

it

19

tt

147

j- Lakeshore Public Schools
j .1

Senior High School

tt

52

j.2

Junior High School

tt

34

j.3

Hollywood Elem. (K-5)

tt

20

j.4

Roosevelt Elem. (K-5)

tt

21

j.5

Stewart Elem. (K-5)

tt

20

tt

48

k- New Buffalo Area Schools
k .l

New Buffalo Jr./Sr. High School

it

25

k.2

New Buffalo Elem. School (K-6)

tt

23

2

2
1 07
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3

5

2

1- River School District/ River School (K-8) #5

* app.

5

1

m- River Valley School District

**app.

98

5

app

31

m .l

River Valley High School (9-12)

m.2

River Valley Middle School (7-8)

n

22

m.3

Chikaming Elem. (K-5)

n

17

m .4

New Troy Campus (K-6)

it

13

m.5

Three Oaks Campus

ti

15

approved

5

1

It

149

5

n- Riverside School/ #6 Riverside School (K-8)
o- St. Joseph Public Schools
o .l

St. Joseph Senior High School (9-12)

tl

52

o.2

Upton Middle School (6-8)

tt

37

o.3

Brown Elem.(1-5)

It

17

o.4

E.P. Clarke Elem. (1-5)

11

18

o.5

Lincoln Elem. (1-5)

tl

21

o.6

Jefferson Education Center (K)

It

4

o.7

Special Education

tl

9

It

81

p- W atervilet Public Schools

tt

p .l

Senior High School (9-12)

p .2

Junior High School (7-8)

tt

9

p .3

North Elem. (3-6)

II

19

p.4

South Elem. (Pre-3)

tt

Totals

24

19

108
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#2 Van Buren ISD
SCHO OL DISTRICT

CONSENT ?

TEACHER#

approved

100

a .l High School

u

28

a.2 Middle School

ti

28

a.3 Primary School

t!

20

a.4 Alternative High School

It

9

a.5 Community Ed. (3rd & 4th)

ft

15

approved

76

b .l Elementary School

H

28

b.2 High School

u

28

b.3 Pullman Elementary School

ti

14

b.4 Grand Junction Elementary School

it

6

ft

56

c .l Elementary School

it

28

c.2 Middle/High School

tt

28

II

71

d .l Jr./Sr. High School

tt

25

d.2 Davis Elementary School

tt

22

d.3 Bergen Elementary School

tt

24

approved

53

e .l Middle/High School

it

32

e.2 Elementary School

ti

21

2a- Bangor Public Schools

b- Bloomingdale Public Schools

c- Covert Public Schools

d- D ecatur Public Schools

e- Gobles Public Schools

SCH O O L#
5

4

2

3

.

2
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f- H artfo rd Public Schools

*app

95

f.l High School

tt

30

f.2 Middle School

tt

25

f.3 Red Arrow Elementary

ti

24

f.4 Woodside Elementary

it

16

4

g- Lawrence Public Schools (DENIED - don’t photocopy)

denied

don’t (51) copy

2

h- Lawton Community Schools (DENIED - don’t photocopy)

denied

don’t (79) copy

3

approved

141

4

i.l Early Elementary

tt

30

i.2 Later Elementary

it

33

i.3 Middle School

tt

39

i.4 High School

tt

39

denied

don’t (113) copy

4

approved

164

7

k .l L.C. Mohr High School

it

44

k.2 Baseline Middle School

it

41

k.3 Central Elementary

tt

29

k.4 Lincoln Elementary

tt

30

k.5 Hartman Elementary

tt

5

k.6 Indiana Elementary

n

5

k.7 Maple Grove Elementary

tt

10

fi

1

i- M attaw an Consolidated Schools

j- Paw Paw Public Schools (DENIED- don’t photocopy)
k- South Haven *need survey sample first*

1- W ood School (K & 8th)

1

11 2

Total Van Buren Districts

total = 12

ON
ON
ON

H
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#3 Lewis Cass ISD
SCHOOL DISTRICT

CONSENT ?

TEACHER#

approved

90

a .l Ross Beatty High School (9-12)

1!

27

a.2 Sam Adams Middle School (5-8)

tt

31

a.3 Frank Squires Elem. School (1-4)

tt

33

b- Dowagiac Union Schools

It

173

b .l Dowagiac Union High School (9-12)

tt

44

b.2 Central Middle School (7-8)

tt

27

b.3 Patrick Hamilton (5-6)

tt

28

b.4 Lincoln Elementary (K-4)

tt

9

b.5 Justus Gage Elementary School (1-4)

ft

16

b.6 Kincheloe Elem. School (K-4)

it

19

b.7 Lincoln Elem. (Pre-School)

tt

1

b.8 McKinley Elem. School (K-8)

tt

12

b.9 Sister Lakes Elem. (K-4)

tt

17

c- Edw ardsburg Public Schools

1!

108

c .l Eagle Lake Elem. (3-5)

ft

29

c.2 Edwardsburg Primary School (K-2)

It

22

c.3 Edwardsburg High School (9-12)

It

33

c.4 Edwardsburg Middle School (6-8)

tt

24

d- M arcellus Community Schools

tt

55

d .l Marcellus High School (9-12)

tt

17

3a- Cassopolis Public Schools

SCHOOL ft
3

9

*

4

3

<3.2 Marcellus Middle School (6-8)

11 k
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SAMPLE SURVEY
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ts-la .l

PART I.

DEMOGRAPHIC DATA

1. Current job title:_____________________________ ■
2. Currently em ployed:______ Full Time
3. Total Years of Service:
1._____5 or less

Part-time

2.___ t 6 - 1 0 _______ 3._____ 1 1 - 1 5

4. Your Salary Range:
1. _____ Below$20,000
2 . _____ 20,001 - 25,000
3 . _____ 25,001- 30,000
4 . _____ 30,001 - 35,000

5
6
7
8

Length of Contract:
1. _____ 10 months
2 . _____ 11 months

.
35,001 - 40,000
. ______ 40,001 - 45,000
. ______ 45,001 - 50,000
. _______Above $50,000

3 . _____ 12 months
4 . _____ Other (Specify:_____________________)

5. Highest Academic Degree:
1. _____B.A./B.S.
2 . _____M .A ./M .Ed./M .S.
3 . _____Ed.S.

4 . ______ Master’s + 30
5 . ______ Ed.D ./Ph.D ./Psy.D .

Area of Degree:
1. ______ School Psychology
2 . ______ Counselor Education
3 . ______ Special Education
4 . ______ Social Work
5 . ______ Educational Psychology

6 . _____ Teacher Ed./Elementary
7 . _____ Teacher Ed./Secondary
8 . _____ Ed. Administration/Elementary
9 . _____ Ed. Administration/Secondary
10._____Other (Specify:_______________ )

School conferring d eg ree:
Credentials:
6. State Certification
7. National certification
8. Licensure
9. Ethnicity:
1.
2.
3.
8. Gender:
1.

1.
2.
3.

4 - ______16 or more

year conferred:

1.
1.
1.

ves
ves
ves

2.
2.
2.

no
no
no

4 . _____ Hispanic/Latino-American
5 . _____ Caucasian
6 . _____ Other (Specify:_____________________)

African American
Asian American
Native American

Male

2.

21 - 25
26 - 30
31 - 35

4.
5.
6.

Female

3 6 -4 0
41 -4 5
46 - 50

7.
8.
9.

51 - 55
56 - 60
60 or more

1 16
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PART II. General Role and Function
Please respond to the following questions or statements as accurately as you can. The
purpose of this questionnaire is to evaluate the tasks of school psychologists in the five areas
of assessment, consultation, evaluation, intervention, and administration.
Please rate each of the tasks twice (actual and desired) on an eight point scale as follows:
Actual = Amount of time actually spent
Desired = Amount of time you would like to spend
Key:

1=
2= 1 3 = 16 4 — 31 -

0%
15%
30%
45%

5=
6=
7=
8=

46
61
76
91

-

60%
75%
90%
100%

TASK

1. Administering individualized
intelligence tests.

Actual 1 2 3 4 5 6 7 8
Desired 1 2 3 4 5 6 7 8

2. Administering group
intelligence tests.

Actual 1 2 3 4 5 6 7 8
Desired 1 2 3 4 5 6 7 8

3. Administering group
personality tests.

Actual 1 2 3 4 5 6 7 8
Desired 1 2 3 4 5 6 7 8

4. Administering individual
personality tests.

Actual 1 2 3 4 5 6 7 8
Desired 1 2 3 4 5 6 7 8

5. Administering group
achievement tests.

Actual 1 2 3 4 5 6 7 8
Desired 1 2 3 4 5 6 7 8

6. Administering individualized
achievement tests.

Actual 1 2 3 4 5 6 7 8
Desired 1 2 3 4 5 6 7 8

7. Holding diagnostic interviews
with students.

Actual 1 2 3 4 5 6 7 8
Desired 1 2 3 4 5 6 7 8

8. Holding teacher and/or counselor
interviews to gather diagnostic
information.

Actual 1 2 3 4 5 6 7 8
Desired 1 2 3 4 5 6 7 8

9. Holding parent interviews to gather
diagnostic information.

Actual 1 2 3 4 5 6 7 8
Desired 1 2 3 4 5 6 7 8

10. Observations to gather
diagnostic information.

Actual 1 2 3 4 5 6 7 8
Desired 1 2 3 4 5 6 7 8

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

118

3
11. Interpreting diagnostic
tests and information.

Actual 1 2 3 4 5 6 7 8
Desired •1 2 3 4 5 6 7 8

12. Report writing.

Actual 1 2 3 4 5 6 7 8
Desired 1 2 3 4 5 6 7 8

13. Recommending students for
special classes.

Actual 1 2 3 4 5 6 7 8
Desired 1 2 3 4 5 6 7 8

14. Counseling with parents only.

Actual 1 2 3 4 5 6 7 8
Desired 1 2 3 4 5 6 7 8

15. Family counseling with
all members of the family.

Actual 1 2 3 4 5 6 7 8
Desired 1 2 3 4 5 6 7 8

16. Individuals counseling
with students.

Actual 1 2 3 4 5 6 7 8
Desired 1 2 3 4 5 6 7 8

17. Group counseling with
students.

Actual 1 2 3 4 5 6 7 8
Desired 1 2 3 4 5 6 7 8

18. Training parents
in behavior modification.

Actual 1 2 3 4 5 6 7 8
Desired 1 2 3 4 5 6 7 8

19. Assisting teachers
with classroom management.

Actual 1 2 3 4 5 6 7 8
Desired 1 2 3 4 5 6 7 8

20. Collecting data for
research and evaluation.

Actual 1 2 3 4 5 6 7 8
Desired 1 2 3 4 5 6 7 8

21. Writing and submitting article
to professional journals.

Actual 1 2 3 4 5 6 7 8
Desired 1 2 3 4 5 6 7 8

22. Evaluating results of
interventions.

Actual 1 2 3 4 5 6 7 8
Desired 1 2 3 4 5 6 7 8

23. Consulting with teachers of the
gifted to plan programs and activities.

Actual 1 2 3 4 5 6 7 8
Desired 1 2 3 4 5 6 7 8

24. Consulting in the planning of testing
programs for the district.

Actual 1 2 3 4 5 6 7 8
Desired 1 2 3 4 5 6 7 8

25. Consulting on teaching methodology
in the classroom.

Actual 1 2 3 4 5 6 7 8
Desired 1 2 3 4 5 6 7 8

26. Consulting with regular teachers
about classroom problems.

Actual 1 2 3 4 5 6 7 8
Desired 1 2 3 4 5 6 7 8

27. Participating as a team member
in multidisciplinary conferences.

Actual 1 2 3 4 5 6 7 8
Desired 1 2 3 4 5 6 7 8
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28. Organizing a group of community
volunteers to help school children.

Actual 1 2 3 4 5 6 7 8
Desired i 2 3 4 5 6 7 8

29. Meeting with representatives of
community agencies for coordination.

Actual 1 2 3 4 5 6 7 8
Desired 1 2 3 4 5 6 7 8

30. Participating in service organizations
for positive influence.

Actual 1 2 3 4 5 6 7 8
Desired 1 2 3 4 5 6 7 8

31. Setting up courses in
mental hygiene.

Actual 1 2 3 4 5 6 7 8
Desired 1 2 3 4 5 6 7 8

32 Traveling to and from
assigned schools.

Actual 1 2 3 4 5 6 7 8
Desired 1 2 3 4 5 6 7 8

33. Interpreting district, state
and federal regulations.

Actual 1 2 3 4 5 6 7 8
Desired 1 2 3 4 5 6 7 8

34. Attendance at board meetings.

Actual 1 2 3 4 5 6 7 8
Desired 1 2 3 4 5 6 7 8

35. Participating in regular
staff meetings.

Actual 1 2 3 4 5 6 7 8
Desired 1 2 3 4 5 6 7 8

36. Review of correspondence, etc.

Actual 1 2 3 4 5 6 7 8
Desired 1 2 3 4 5 6 7 8

37. Assisting in selection of
special education teachers.

Actual 1 2 3 4 5 6 7 8
Desired 1 2 3 4 5 6 7 8

38. Assisting in curriculum development.

Actual 1 2 3 4 5 6 7 8
Desired 1 2 3 4 5 6 7 8

39. Conducting evaluations of
other staff members.

Actual 1 2 3 4 5 6 7 8
Desired 1 2 3 4 5 6 7 8

40. Assisting with growth plan
for regular teachers.

Actual 1 2 3 4 5 6 7 8
Desired 1 2 3 4 5 6 7 8

41. Developing and presenting
inservice workshops.

Actual 1 2 3 4 5 6 7 8
Desired 1 2 3 4 5 6 7 8

*
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PART III. P R O F E S S IO N A L SKILLS
A. Please indicate what you feel is the skill level of school psychologists for your district.
Circle the appropriate number.
1 = competent
2 = greater than adequate

3 = adequate
5 = limited or no knowledge
4 = less than adequate

B. If you believe school psychologists need training relative to a specific area or population,

please circle Y in the appropriate column.

_____

____________________________________ LEVEL OF SKILL

TRAINING

1. Direct Services:
1. Cognitive Assessment
2. Personality Assessment
3. Individual Counseling
4. Group Counseling
5. Family Work/Counseling
6. Other (Specify below)

1
1
1
1
1

2
2
2
2
2

3
3
3
3
3

4
4
4
4
4

5
5
5
5
5

2. Indirect Service:
1. Consultation
2. Parent Conferences
3. Teacher Conferences
4. Multidisciplinary Meetings
5. Observations
6. Crisis Intervention
7. Program Evaluation
8. Inservice
9. Research
10. Other (Specify below)

1
1
1
1
1
1
1
1
1

2
2
2
2
2
2
2
2
2

3
3
3
3
3
3
3
3
3

4
4
4
4
4
4
4
4
4

5
5
5
5
5
5
5
5
5

1
1
1
1
1

2
2
2
2
2

3
3
3
3
3

4
4
4
4
4

5
5
5
5
5

1
1
1
1
1
1
1

2
2
2
2
2
2
2

3
3
3
3
3
3
3

4
4
4
4
4
4
4

5
5
5
5
5
5
5

3. Populations:
1. Special Education
2. Regular Education
4. 3. Remedial/At-Risk
5. Gifted/Advanced
6. Cultural /Ethnic Diversity
4. Ages:
1.
2.
3.
4.
5.
6.
7.
8.

Infants and Toddlers
Preschool
Primary
Upper Elementary
Middle School
High School
Post-Secondary
Other (Specify below)

Y
Y
Y
Y
Y

Y
Y
Y

_X
Y

Y

Y
Y
Y

_ JL
_Y_
Y
Y
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TABLE 29
CO M PA RISON OF THE THREE
GROUPS ON TASKS PERFORM ED
(Com plete Form o f Table 1)

Teacher

P svch olosist
Mean
Rank

Adm inistrator
M ean ................. ....Rank

02

4 .5556

01

4.9231

01

1.8773

24

1.1111

40

1.5385

21

Group Personality
Tests

1.7636

26

1.3333

29

1.3846

27

Individual Personality
Tests

2.6955

13

1.5926

22

3.6923

02

Group A chievem ent
Test

1.9046

23

1.2222

31

1.5385

22

Individual
A chievem ent Test

3.0636

07

3.3704

09

3.0769

10

D iagnostic Interview

3 .2364

06

3.1852

11

3.2308

09

Teacher Interviews

2 .8318

10

3.7037

05

3.3077

08

Parent Interviews

2.8909

09

3.4815

08

2.9231

11

Observations

2.8318

11

3.3704

10

3.3846

07

Interpreting Tests

3.6773

03

3 .7037

06

3.5385

03

Report Writing

4.0818

01

4.0741

03

3.5385

04

Recom m end Special
Education C lasses

3.3727

05

3 .8889

04

2.7692

12

Counsel Parents

2.0591

19

2.0370

16

2.1539

14

Family Counsel

1.8546

25

1.2222

32

1.6154

17

Counsel Individual
Students

2.4591

17

1.7407

20

1.6154

18

Variable

Mean

Individual IQ Tests

3.6864

Group IQ Tests

Rank
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Table 29 - Continued.
Teacher

P sychologist
M ean
Rank

Administrator
Mean
Rank

20

1.4444

26

1.3846

28

1.7046

30

1.5556

24

1.2308

33

Classroom
M anagement

1.7182

29

2 .6 2 9 6

13

1.6154

19

Research

2 .5000

14

1.4074

27

1.8462

15

Profess. Journals

1.7046

31

1.1482

36

1.5385

32

Evaluation
Interventions

2 .4727

15

1.8889

18

1.7692

16

Programs for Gifted

1.6591

35

1.152

35

1.1539

36

Programs for District

1.9773

22

1.3704

28

1.4615

25

Teacher M ethods

1.6727

33

1.7778

19

1.3077

31

Classroom Problem s

2 .1136

18

2 .5556

14

1.3846

29

Conference
Participant

2.8091

12

4.5185

02

3.4615

05

Organize V olunteers

1.4500

39

1.1852

33

1.0769

38

Coordinate
Community A g en cies

1.6182

37

1.5556

23

1.5385

24

Service Organization

1.6636

34

1.2963

30

1.1539

37

Mental H ygiene

1.4727

38

1.1111

41

1.2308

34

Travel to/from
Schools

3 .5364

04

3.5185

07

3.4615

06

Interpret R egulations

3.0318

08

2 .6667

12

2.3846

13

Attend Board
M eetings

1.6455

36

1.1482

37

1.0769

39

Attend S taff M eetings

2.0091

21

2.1111

15

1.3846

30

R eview
Correspondence

2 .4500

16

1.9630

17

1.6154

20

Select Special
Education Teachers

1.6727

32

1.1482

38

1.0769

40

Variable

M ean

Counsel Groups o f
Students

2.0091

Training Parents

Rank
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Table 29 - Continued.
P sv ch o lo sist
M ean
Rank

Adm inistrator
Mean
Rank

28

1.4815

25

1.3077

32

1.3409

41

1.1482

39

1.2308

35

A ssist Regular
Education Teachers

1.3591

40

1.1852

34

1.0769

41

Present ln-services

1.7363

27

1.7037

21

1.4615

26

Teacher
Variable

Mean

Curriculum
D evelopm ent

1.7227

Evaluate S taff
M embers

Rank
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T A B L E 30

COMPARISON OF THE THREE GROUPS
ON TASKS MOST DESIRED TO PERFORM
(Complete Form of Table 3)
Teacher
Rank

P svch olosist
M ean
Rank

Administrator
Mean
Rank

Variable

M ean

Individual IQ Tests

4 .0 4 54

09

3.2593

09

4.4615

05

Group IQ Tests

2 .6 1 36

37

1.0741

41

2 .1539

29

Group Personality
Tests

2 .6 9 09

35

1.2593

40

2 .1539

30

Individual Personality
T ests

3.5273

19

1.6296

34

3.7692

12

Group A chievem ent
Test

2 .6 3 18

36

1.2963

39

1.8462

35

Individual
A chievem ent T est

3.6091

18

2.8519

19

3.3846

15

D iagnostic Interview

4 .4864

04

3.6667

07

5.0000

01

Teacher Interviews

4 .4 6 82

05

4 .2222

02

4.6923

02

Parent Interviews

4 .2409

07

4 .1482

04

4.4615

06

Observations

4 .5 5 00

03

3.8148

06

4.6154

03

Interpreting Tests

3.9909

12

3.2222

11

4.1539

08

Report W riting

3.6682

16

2 .7037

22

3.5385

14

Recom m end Special
C lasses

4.1955

08

2.9259

16

Counsel Parents

3 .8046

15

2.8148

20

4 .0000

09

Fam ily Counsel

3 .9818

13

2.2593

27

2.3077

27

Counsel Individual
Students

4 .6 9 09

01

3.3333

08

3.2308

17

3.1539
18
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Table 30 - Continued.
Teacher

P svch oloeist
M ean
Rank

Adm inistrator
Mean
Rank

Variable

Mean

Counsel Group o f
Students

4 .0364

10

2 .9 2 5 9

17

2 .1539

31

Training Parents

4 .5909

02

3 .0000

13

4 .0000

10

Classroom
M anagement

3 .9046

14

4 .1 8 5 2

03

4 .2308

07

Research

3 .0000

30

2.4815

24

2 .3846

26

Professional Journals

2 .0227

40

1.9259

30

1.6154

38

Evaluation
Interventions

3 .6682

17

3.0000

14

3.6923

13

Programs for G ifted

3.3682

22

2.0741

29

2.4615

24

Programs for D istrict

3.2591

24

2 .8 8 8 9

18

2.4615

25

Teacher M ethods

3.1955

26

3 .1482

12

2.9231

19

Classroom Problem s

4 .3 1 36

06

4.0741

05

3.9231

11

Conference
Participant

4 .0 0 4 6

11

4 .3 7 0 4

01

4 .4616

04

Organize V olunteers

3 .3727

21

1.8519

32

2.2308

28

Coordinate
C om m unity A g en cies

3 .3227

23

1.5556

35

1.5385

39

Service Organization

3 .0000

31

2.2593

28

2.0000

33

Mental H ygiene

3 .2182

25

1.4815

37

2.6923

21

Travel to/from
Schools

2.8273

32

2 .4074

25

1.7692

37

Interpret R egulations

3.0818

28

2 .5 5 5 6

23

2.7692

20

Attend Board
M eetings

2 .2682

39

1.3333

38

1.0769

41

Attend Staff M eetings

3 .1682

27

2 .9630

15

2 .6154

23

R eview
Correspondence

2 .7 0 4 6

34

1.8889

31

2.0769

32

2 .7227

O

Select Special
Education Teachers

Rank

2 .0000
't

2 .4074

26
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Table 30 - Continued.
Teacher

P svch oloeist
M ean
Rank

Adm inistrator
Mean
Rank

Variable

Mean

Curriculum
D evelopm ent

3.0546

29

3.2593

10

2.6923

22

Evaluate S ta ff
Member

1.7682

41

1.5556

36

1.4615

40

A ssist Regular
Education Teachers

2.3864

38

1.7037

33

1.8462

36

Present Inservices

3.4046

20

2.7407

21

3.3077

16

Rank
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TABLE 31
COMPARISON OF THE THREE GROUPS ON
PROFESSIONAL SKILLS OF SCHOOL PSYCHOLOGISTS
(Complete Form of Table 5)
Teacher

P svch oloaist
Mean
Rank

Adm inistrator
Mean
Rank

02

1.5556

05

1.3846

01

2 .2 4 0 9

07

3.2593

24

1.5385

06

Individual C ounseling

2 .5 3 6 4

17

3.0741

22

2.5384

19

Group C ounseling

2 .7 0 4 6

25

3 .3704

26

2 .6154

21

Family C ounseling

2 .6 5 0 0

22

3.2593

25

2 .6154

22

Consultation

2.3591

11

1.8519

13

2 .0769

13

2.4273

13

1.8148

12

2 .1 5 3 9

14

Teacher C onference

2.4855

16

1.8889

14

2.4615

18

MET M eetings

2.4273

14

1.4074

01

1.8462

11

Observations

2 .5773

19

1.4444

03

1.8462

12

Crisis Intervention

2 .6 5 0 0

23

2.8889

21

2 .7692

24

Program Evaluation

2 .6 3 6 4

21

2 .6667

16

2 .3846

17

In.service

2 .7 8 1 8

26

2.7778

20

2.7692

23

Research

2 .5727

18

2.0370

15

2 .7692

25

Special Education

2 .0364

01

1.4074

02

1.5385

07

Regular Education

2 .4 6 8 2

15

1.7037

10

2 .3077

16

R em edial/A t-R isk

2 .3682

12

1.6296

09

2 .1539

15

G ifted/A dvanced

2 .6 8 6 4

24

3.2222

23

2.8462

26

Cultural/Ethnic
Diversity

2 .6 0 0 0

20

2.7407

19

2.5385

20

Variable

M ean

Cognitive A ssessm en t

2.0455

Personality
A ssessm ent

Parent C onference

,

Rank
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Table 31 - Continued.
P sych ologist
Mean
Rank

Administrator
Mean
Rank

10

2.6667

17

1.6154

09

2.1591

04

2.5556

06

1.4615

05

Primary

2 .2 4 0 9

08

1.5926

08

1.3846

02

Upper Elementary

2 .2 6 36

09

1.4444

04

1.3846

03

M iddle School

2 .1 9 0 9

06

1.5556

07

1.5385

08

High School

2 .1864

05

1.7407

11

1.6154

10

Post-Secondary

2 .0 5 00

03

2.6667

18

1.3846

04

Teacher
V ariable

M ean

Infants & Toddlers

2.2773

Preschool

Rank
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